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ABSTRACT

Educators and researchers have taken a closer look at

Vygotsky's zone of proximal development and the concept of
scaffolding, (offering structured support) to explore how to
increase the learning potential of a student under the

guidance of a more capable peer or adult. Whereas it is
indisputable that scaffolding from an "expert" or more

knowledgeable peer helps a "novice" or learner to

accomplish a task that he or she would be unable to
complete without such aid, the as-yet-unanswered question

is what aspects of scaffolding within the framework of the

zone of proximal development enable a student to become a
more autonomous learner. The main goal of this study is to

promote autonomous learning using academic peer mentoring
based on a model of scaffolding within the .Zone of Proximal

Development.
This study focuses on two prospective teachers of

English to Speakers of Other Languages (TESOL) who were

enrolled in a master's program and were being tutored as
they prepared to write a scholarly review of literature.

The methodology involved videotaping four tutoring
sessions, each tutor was assigned to participate in two

tutoring sessions each with the same participant. The

videotaped data was then transcribed and analyzed for

significant scaffolding occurrences that may have promoted
successful transfer of responsibility facilitating autonomy
for the learner. As a result of this analysis, the study

includes recommendations for promoting autonomous learning

based on the tutoring model.
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CHAPTER ONE
INTRODUCTION

Background of the Project
Teaching in conventional classroom settings with large

numbers of students is a challenge for teachers who are
constrained by state standards, testing, and curriculum
demands. In contrast, one-to-one or small-group tutoring

allows learners to gain more individualized instruction
with higher quality assistance from a tutor or more
knowledgeable peer. Various researchers have focused on the
different types of scaffolding (structured individual
assistance) that tutors and teachers provide for students.

Attempts have been made to -explain which of those are
responsible for promoting learning within Vygotsky's (1978)
zone of proximal development (ZPD).

However, there is little detailed research about the
type of scaffolds within the zone of proximal development
that promote autonomy in the learner. Furthermore, more

study is needed to explore the challenge of scaffolding at
the right time so that the transfer of responsibility to

the student gradually occurs. In working with students of

English as a second language (ESL), scaffolding can become

1

even more challenging if the teacher or more knowledgeable

peer is not in tune with cultural differences in the way
students think, solve problems, and process information. If
teachers are aware of these cultural factors that affect
I

learning and how they can impact the instruction process,

teachers will be able to tailor their structural support to
better fit their students.

Definition of Terms

This project utilizes several terms from child

development theories. The terms will be defined and some
explained further.

Theories
The following are definitions of different theories

related to how individuals learn and how they come to
internalize concepts or ideas.

Socioconstructivist Theory. A learning theory based on
Jean Piaget's view that learners internalize information
and then construct their own knowledge based on their own

experiences. This view also holds the learner accountable
for his or her own learning; the learner should take an

active role in the learning process or learn by doing. The

2

learner's culture and background affect the way the learner
arrives at constructing new knowledge.
Sociocultural Theory. A Vygotskian-based theory that

higher order functions and learning are developed through

participation in social activities that require cognitive 0

and communicative functions.
Vygotskian Theory. The notion that children acquire
cultural tools (such as written language or number systems)

by social or parental mediation. The process of
internalizing these cultural tools starts from an

interpersonal level and then becomes intrapersonal.
Vygotskian Terms
The following terms are derived from Vygotskian Theory

of learning and the process that experts and novices go
through in assisted learning contexts.
Negotiation of Meaning. The process individuals go

through to communicate clearly and reach a shared
understanding of a concept or idea.

Zone of Proximal Development (ZPD). The difference
between what a child can do with assistance and what the
child can do without assistance.

3

Other Terms
The following terms are definitions related to the

process of administering assistance to a learner and about

the impact the beliefs of the learner has on their ability

to succeed.

■

a

Scaffolding. The instructional technique where a
teacher, parent, or expert gives support to a learner and

gradually removes the support as the learner is able to
complete the task independently.

Self-efficacy. An individual's belief about his or her

own ability to perform at a certain level or to reach a
certain goal.

Purpose of the Project
As previously stated, the challenges in a conventional

large classroom setting limit the ability for a teacher to

provide proper individualized support for students who have
different zones of proximal development. Furthermore, in

large classes, it is difficult to create a learning
environment in which the transfer of responsibility of

learning shifts to the student.. This becomes easier when

instruction is given in a one-to-one tutoring or smallgroup setting (Hobsbaum, Peters, & Sylva, 1996).

4

This project has the goal of finding what types of
scaffolding events during tutoring sessions seem to help
the learner gain autonomy in their own learning.

Additionally, this project also seeks to align those
scaffolding events to a peer-scaffolding model to examine

what events lead the learner to complete the goals of the

tutoring session successfully. Lastly, this project also

focuses on new strategies that a tutor and tutee may
acquire about becoming a better tutor or better tutee.

Content of the Project
In this study, it is hypothesized that students can
maintain autonomy in their own learning by using a model of
mentoring peer tutoring based on Vygotsky's Zone of

Proximal Development. This study first examines scaffolding
events videotaped in two sets of two tutoring sessions of

prospective teachers of English to students of other
languages seeking help as they write an academic literature

review. The transcripts of these events are analyzed for

congruencies with a model of peer tutoring to take a deeper

look at events that led to the student successfully
completing the goal of the tutoring session. Additionally,
interviews with the tutors are analyzed for insights into
5

events that promote successful scaffolds and effective
instruction during the tutoring session. Similarly,
interviews with the tutors are analyzed for insights into
what attributes and factors of the learner promote

autonomous learning.

Significance of the Project
The goal of this project is to promote autonomous

learning and to help find ways for students to maintain

control of their own learning. By following a peer-tutoring
model, peer tutors and learners may be able to find areas

of weakness or strength which allow them to become better
learners or better tutors.
Finally, by taking into account the reports from the

peer-tutors and learners, and looking at the events of the
peer-tutoring sessions they felt were successful, we can

gain insight into how to promote these factors in future
peer-tutoring sessions.

6

CHAPTER TWO
REVIEW OF THE LITERATURE

Social Constructivism, Vygotsky, and Scaffolding

Vygotsky's Social Constructivist Model
The notion that students take an active part in their

own learning process and construct their own knowledge is
one of the biggest tenets of the role of the social

constructivist model of teaching and learning. Teachers are
not solely responsible for students' learning. It is now

recognized that "instead of learning a set knowledge base,
students develop evolving knowledge bases through

interactions with others, requiring an active involvement

in learning"

(Roehler & Cantion, 1997, p. 8) .

As Kozulin (1998) explained,

...interaction between the individual and the
environment is never immediate; it is always mediated

by meanings that originate 'outside' the individual—in
the world of social relations... Thus an essential

feature of human cognition is that it is based on the

internalized form of what originally appeared as
social interactions,

(p. 62)
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This way of thinking leads into what is known as the

theory of mediated activity in which the Russian
psychologist, Lev Vygotsky proposed two principles. First,

"Every function in the child's cultural development appears

twice: first, on the social level, and later on the
individual level; first, between people

(interpsychological), and then inside the child
(intrapsychological)"

(Vygotsky, 1978, p. 57).

As pointed out, in order for a learner to internalize
new knowledge, it should first be experienced through

social interactions with a more-capable peer. Thus, the
main point of Vygotsky's second approach is the role of the

other individual as a negotiator of meaning.

Consequently, according to Vygotsky, cognitive ability
is a construct that results from a child's interaction with

the environment (Kozulin, 1998). This concept, also known

as mediated learning, involves an adult or more capable

peer as part of the learning environment of the child,

completely changing the state of the interaction (Kozulin
1998).

Vygotsky's sociocultural perspective posits that all

forms of mental activity stem from social and cultural

contexts (Berk & Winsler, 1995). For Vygotsky, cognitive
8

processes happen first on a social plane; they are then

internalized, transformed and finally become the individual
plane (Rogoff, 1990).

In another study, Roehler and

Cantion (1997) summarized, "Learning is the development of

higher-level psychological processes occurring first on an
interpersonal level through social interaction and later
internalized"

(p. 9). That is to say that learning takes

place from the interaction of the child with the

environment as well as those adults or more knowledgeable

peers that are also part of the child's learning
environment. •
The following section introduces Vygotsky's concept of

the zone of proximal development, which is based on the

premise of social interaction and its effect on the

learning potential of a child.
The Zone of Proximal Development

Vygotsky's observations about learning were augmented
with his introduction of the term "zone of proximal
development"

(Vygotsky, 1978). He defines it as "...the

distance between the actual development as determined by
independent problem solving and level of potential

development as determined through problem solving under

9

adult guidance or in collaboration with more capable peers"
(Vygotsky, 1978/ p. 86).
According to Vygotsky, work within the ZPD is "a

unique form of cooperation between the child and the adult
that is the central element of the educational process"
(1978, p. 169). Goldstein (1999) pointed out that this view

suggests that "the ZPD is formed through relationships" (p.
649). Aljaafreh and Lantolf (1994) wrote,

...the ZPD is the framework, par excellence, which
brings all of the pieces of the learning setting

together—the teacher, the learner, their social and
cultural history, their goals and motives, as well as
the resources available to them, including those that

are dialogically constructed together,

(p. 4)

Other scholars have explored how the process of

working within the ZPD takes place in a variety of academic
contexts and disciplines (Palincsar, Brown, & Campione,

1993; Wertsch, 1979; Wood, Bruner, & Ross, 1976).

What has

been found is that when "expert individuals" assist a
"novice individual" with a new task they typically engage

in different types of support. These include some of the
following: engaging the child in the task, simplifying the

task so that the child does not feel overwhelmed by the

10

possible difficulty of the new task, maintaining focus,
emphasizing the task's critical features, controlling
frustration, and modeling the best solutions for the task
(Wood et al., 1976; Wood, 1991). This process of mediating

instruction for the learner is the first part of Vygotsky's
learning theory. The other, which will be discussed below,

is the role of the learner's active involvement in his or
her own learning process.

Learners as Active Participants in the Learning
Process

Contrary to the former belief that the student is a

passive receiver of knowledge, the social constructivist
model posits that learning is a direct result of the social

interaction with the student's environment, and that
"learners are risk takers who accept challenges and

understand how and why to learn... learners connect new
material with their previously known information...

[students] first experience active problem-solving

activities with others, but gradually become independent
problem solvers"

(Roehler & Cantion, 1997, p. 8).

The organization of the social interactions that

partners share in a joint activity is actually more
significant than who is participating in the activity (Berk

11

& Winsler, 1995). In addition, Berk and Winsler remarked

that "children's problem solving seems to improve most when
their partner is an 'expert' -a person especially capable

•at the task -who can provide new ways of approaching the
situation not already within the child's repertoire"

(p.

20). Therefore, the expert participating in the

interactions with the learner benefits from knowing how to

structure assistance as the mediator of information.
Movement through the Zone of Proximal Development

Rogoff, Malkin, and Gilbride (1984) described the

adult's role when working with a child's zone of proximal
development by saying that "the adult emphasizes crucial

actions, provides guidance at choice points, and indicates

important alternatives in the solution of the problem at
hand"

(p. 33). It should be noted, however, that the child

plays an equally active role in forming the zone because
"the child's state of understanding and contribution to the

activity further tailor the interaction to the specific
teaching-learning situation"

(Rogoff, Malkin, & Gilbride,

1984, p. 33) .

In tutoring situations, where the tutor is the

"expert" and the tutee is the "novice," the process of
moving through the ZPD provides a unique framework in which
12

both the tutor and the student play key roles in helping
the student to internalize the events in a tutoring session

while encouraging autonomy in learning. The limits of the
ZPD constantly change depending on the child's independent

performance as well as the child's performance with
assistance (Goldstein, 1999) . Newson and Newson (1975)
asserted that the zone of proximal development is created

through the process of intersubjectivity, which is a mutual
understanding of the task at hand by the adult and the
learner. Likewise, Rogoff (1986) explained,

In order to communicate successfully, the adult and
child must find a common ground of knowledge and
skills...This effort toward understanding. . .draws the

child into a model of the problem that is more mature

yet understandable through links with what the child

already knows,

(pp. 32-33)

As stated above, mutual understanding of the knowledge
being transferred from the tutor or expert to the learner

is vital in order for the learner to be able to advance

within his or her zone of proximal development. The
following section focuses on how tutors or’teachers

structure support to promote intersubjectivity within the
zone of proximal development.
13

Instructional Scaffolding
As mentioned in the previous section, the support that

a teacher or expert gives a student is needed in order for
the student to complete a task that he or she would not

have been able to perform entirely alone. This support is
also known as "scaffolding"

(Bruner, 1984) . The metaphor

comes from the scaffolding that is used in construction to

allow a worker to carry out a task that would otherwise not
be possible as well as to offer support when the worker
needs it (Greenfield, 1999). Later this term became linked

to the ZPD (Bruner, 1985). Although Vygotsky did not use
the term "scaffolding," Wood, Bruner, and Ross (1976) used

this term to refer to the assistance a child or "novice"
receives throughout the completion of a task. They
described it as "...controlling those elements of the task

that are initially beyond the learner's capability, thus
permitting him to concentrate upon and complete only those

elements that are within his range of competence"

(Wood, et

al., p. 9). It was then that instruction and interaction
within the ZPD between teachers and students became

synonymous with "guided assistance," or "scaffolding"
(Stone, 1993) .

14

Increased Responsibility. Chi (1996) proposed that the

exchange of interactions that occur during a tutoring
session "involves cooperative execution by the expert and
the novice in a way that allows the novice to take an

increasingly larger burden in performing the skill"

(p.

39). The knowledge and understanding shared by the tutor
with the learner through scaffolding interactions is then
transferred to the learner rather than new knowledge being
created in the learner. Although the tutor plays a key
role, scaffolding is a joint activity that requires the

learner to respond to the tutor (Chi, 1996).

Guided Participation. In their study of patterns in

tutoring, Merril, Reiser, Merril, and Landes (1995) said,
"Tutorial guidance allows an extremely effective style of

learning by doing, namely guided learning by doing.
Students can pursue the benefits of actively constructing
understandings and solution plans and implementing them
with carefully modulated guidance from the tutor"

(pp. 358-

359). Guided participation is one of the most effective
types of social interactions in stimulating a child's

cognitive development (Radziszewska & Rogoff, 1988) .

15

The Zone of Proximal Development as a
Measurement Tool

According to Lantolf and Thorne (2006), "The ZPD is
not only a model of the developmental process, but also a

conceptual tool that educators can use to understand
aspects of students' emerging capacities that are in early

stages of maturation"

(p. 267). Subsequently, teachers who

properly use the ZPD as diagnostic tool for a student's

learning stage can also potentially produce learning
conditions that could result in particular types of
development (Lantolf & Thorne, 2 006) .

Berk and Winsler (1995) stated that to Vygotsky, "The

role of education is to provide children with experiences
that are1 in their ZPDs—activities that challenge children
but that can be accomplished with sensitive adult guidance"

(p. 26). Dialogic interaction is a component of Vygotsky's
theory of the ZPD, thus ongoing dialogic negotiation is

critical in discovering the learner's ZPD (Aljaafreh &
Lantolf, 1994). Those assisting students with educational

activities also carry the responsibility of tailoring those
activities, such as tutoring, to the ZPD of the student so

that their learning is maximized (Berk & Winsler, 1995).

16

Establishing the zone of a student is important as it

will take into account what independent cognitive functions

a student lacks but can be deployed with adult assistance,
and the difference of achievement achieved with or without

assistance. Furthermore, once the ZPD of a student is

established, it can be used to predict the amount of

benefit that the student can obtain from the help of an
adult (Kozulin, 1998).

Fading of Assistance. In a tutor-tutee setting,

establishing the learner's ZPD is important as it can
potentially dictate how much help or guidance a tutor
should give, as well as when to administer more help, and
when to fade the guidance. Expert and novice work jointly

to find the ZPD, to determine the appropriate amount of
assistance needed at each stage. Once the expert provides
the required assistance it "should be withdrawn as soon as

the novice shows signs of self-control and ability to

function independently"

(Aljaafreh & Lantolf, 1994, p. 4).

Supporting Independence. As tutors fade assistance,

they encourage learners to reflect by asking thoughtprovoking questions and asking learners to describe in

their own words what they have learned (Lepper et al.,
1997). Promoting the habit of self-reflection encourages
17

students to associate the processes practiced with the
newly learned concepts.

As noted above, tutors are responsible for using the
ZPD of learners to tailor activities that are challenging
but possible to solve with assistance. As the learner gains

new knowledge and is able to complete a task independently,
the tutor gradually fades assistance and supports

independence by providing feedback, metacognitive

questions, and encouraging self-explanations. These moves

will help to enable a learner to perform successfully and
to become independent.

An Overview of Effective Tutors and Tutoring

The1 Challenge of Providing Individualized
Instruction in a Conventional Classroom Setting
Although individualized instruction is ideal to

maximize the learning potential for a student in any
instructional environment it is not always possible for
teachers to do this in a conventional classroom setting.
The most common and difficult challenge a teacher faces in
a conventional class with a thirty-to-one student-teacher

ratio is that students' background knowledge,

socialization, and motivation levels vary greatly

IS

(Graesser, Bowers, Hacker, & Person, 1997) . Obstacles such
as large class sizes, diverse communication styles,

curriculum and time constraints, student assessment, and
other demands make it complicated for teachers to

individualize instruction' for each student (Bliss, Askew, &
Macrae, 1996; Hogan & Pressley, 1997).

Refining instruction to accommodate multiple zones of

development can pose several difficulties for teachers

(Brown, 1994; Putambekar & Hubscher, 2005) because some
students may be in different areas of the zone of proximal
development, whereas other students may be behind (Hogan &
Pressley, 1997). Additionally, students with the most need,

of academic help are least likely to ask for it (Newman &
Goldin, 1990). Constraints brought by curriculum (Hammond,

2006) may force teachers to cut down the time needed for

students to master the current topic before moving on to a
new one (Hogan & Pressley, 1997). Hammond (2006) added,

"The teachers' major challenge lay in meeting the needs of

a linguistically and culturally diverse student population

within one class and providing support that would enable
all students to participate fully and equitably in

demanding mainstream curricula" (p. 151) .

19

These shortcomings can be demanding for a tutor of few
students and even more demanding for a teacher who is

expected to have insights into potential problematic areas
for twenty or more students while also expected to know the

curriculum well (Hogan & Pressley, 1997). Moreover, Hogan

and Pressley (1997) add that "in addition to being facile

in the disciplinary area they are teaching, teachers must
be expert pedagogues and communicators. Sustained across an

entire school day, this approach takes a lot of energy and
commitment"

(p. 87).

Because of the various needs of twenty or more
learners, effectively scaffolding instruction is difficult
in a conventional-class setting. Time limitations prevent a

teacher to have insights about each of the students'
misconceptions, learning weaknesses, prior knowledge, and
learning processes (Hogan. & Pressley, 1997) . The challenges
of scaffolding for many students in large-classroom

settings make tutoring a better setting where the learning

potential of a student is maximized; a setting where the

teacher can focus on individuals at a time or on a small
number of students.

20

The Benefits of One-on-One Instruction and
Small-Group Tutoring
In contrast to conventional large-class teaching, the

benefits of one-on-one or small-group tutoring include

individualized instruction for students as well as
carefully structured help when needed. Individualized

instruction has both motivational and cognitive benefits
(Merril et al., 1995). In individualized instruction,
tutors help students to construct self-explanations (Chi,

1996) which may account for some of the effectiveness of
tutoring. Individualized instruction promotes a learner
centered environment which can more effectively engage
learners in activities (Anton, 1999). Furthermore, students

are given more attention in a tutoring setting (Juel, 1996)
and the tutor has more time to assess and instruct the

student.

The careful balanced assistance that a tutor offers
allows the learner to maintain a feeling of control with

adequate guidance to minimize frustration and confusion

(Merril, Reiser, Ranney, & Trafton, 1992) and "This careful

tutorial guidance offered during successful problem solving
as well as during difficulties leads tutored students to
achieve the substantial cognitive and motivational

21

advantages observed in individualized tutoring"

(Merril et

al., 1995, p. 359). In their study, Chi, Siler, Heisawn,

Yamauchi, and Haussman (2001), mentioned that "students
have greater opportunities to be externally constructive in

tutoring than in a traditional classroom"

(p. 479). In a

tutoring or small-group setting, the complexity of using
scaffolding tools is minimized thus providing an

environment where the learner's contribution is part of a
joint activity; a rare happening in large-classroom
settings (Bliss et al., 1996; Hobsbaum et al., 1996).

Tutored Students Have Higher Scores
A comparative study (Bloom, 1984) suggested that a

large majority of students who were taught in an individual
tutoring setting scored higher on summative achievement

tests than those students who were taught in a conventional
large class setting. In his findings Bloom reported, "90%
of tutored students... attained the level of summative

achievement reached by only the highest 20% of the students
under conventional instruction conditions"

(p. 4). Bloom

concluded that face-to-face instruction leads up to an

improvement of up to two standard deviations over
conventional class teaching.
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Likewise, Cohen, Kulik, and Kulik (1982) found that
students who had received tutoring scored higher than their
peers on exams. This advantage of tutoring can be

attributed to the nature of tutoring being highly
individualized and structured, enabling students to focus

on problem areas more carefully than in a large-class
setting.

In a tutoring environment, students are free from

inhibitions they may normally have in a regular classroom,
thus enabling them to take a more active role as they

participate in an activity. Tutoring allows more time to

focus on an activity and practice making errors given that
the tutor will analyze the errors for the learning process

of the student and provide feedback about the error. While
it is not always possible for a teacher to stop and analyze
the errors of every student in a large-class setting, a

tutor's assistance in helping the learner to analyze an
error and recognize reason behind it promotes understanding

in the learner and higher achievement on tests.

Tutoring Environment Promotes Higher
Peer Interaction

In a study of the learning processes in .tutoring, Chi
(1996) asserted that the frequent turn-taking and peer
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interaction within a tutoring session helped the student to
collaboratively construct knowledge and explanations.

Another study conducted by Graesser and Person (1994) found

that students asked deep questions more often in tutoring
sessions than in a regular class setting. This shows that
in tutoring sessions shyer students may not feel as
I
I
uncomfortable asking questions that they may not ask under

regular circumstances for fear of ridicule from their peers
or simply out of shyness.

i
In a meta-analysis of the outcomes of 65 tutoring
I
.studies, Cohen et al. (1982) reported that "tutored
i
students outperformed their peers on examinations and they
expressed more positive attitudes toward the subjects in

which they were tutored"

(p. 8). Tutoring offers a safer

environment for those students who may fear asking

questions in class, or may require longer assistance time
than the teacher is able to give in a regular classroom.

The Role of Tutors

I
i
Tutors are not mere lecturers who dictate information

and reiterate facts to their students; rather, they work as

facilitators who mediate content matter and help transfer

the information being taught to potential learners. Tutors
must be well trained to keep a balance between content and
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the focus on learning. The tutor must also carefully

regulate the amount and timing of given assistance. Cromley
and Azevedo (2001) observed, "Tutors show evidence that

they plan and sequence their instruction. Expert tutors

know common student stumbling blocks, which is evidence of
high pedagogical content knowledge"

(p. 88). Contrary to

some people's beliefs, tutors must be prepared ahead of
time order to adequately meet the needs of the learner
(Dalle & Young, 2003) .
A study conducted by Merril and his colleagues noted

that "Tutors enable a type of guided learning by doing, in
which the students reap the rewards of active problem

solving while the tutors minimize the'dangers"

(Merril, et

al., 1992, p. 280). Fox (1991) argued that the role of a
tutor is to provide a "safety net" during the learning

process so that learners' mistakes are minimized and so
that the learners come to discover those errors entirely on

their own rather than being told by the tutor. This may
also explain why tutored students feel very much in control

of their own learning (Merril, et al., 1992) and more

competent (Lepper & Chabay, 1988).
As noted above, there are various attributes of

skilled tutors that come into play during the tutoring
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process. Not only do expert tutors have a solid

understanding of the cognitive processes of learning, but
they also know how and when to present instruction or help.
The following section focuses on detailed examples of these

characteristics of effective tutoring and their impact on
the quality of instruction given by expert tutors.

Characteristics of Effective Tutoring
'A common characteristic of successful tutor/learner

exchange is that both tutor and learner are responsible for

promoting the success of the learner in performing a task
independently. Wood and Wood (1996) stated-that several key
elements must take place in order for the success of the

learner in internalizing the skill taught. The key tutoring

functions performed by the tutor (or adult) include
"recruitment of the child's interest.in the task,

establishing and maintaining an orientation towards task
relevant goals, highlighting critical features of the task

that the child might overlook,[and] demonstrating how to
achieve goals and helping to control frustration".

Rogoff (1986, 1990) identified some general features

of effective collaboration in both adult and peer-tutoring.
These are as follows:

(1) Tutors help to build a connection

between the learner's actual skills and knowledge;
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(2)

'Tutors support the learner's problem solving by providing

structure;

(3) Tutors allow guided participation so that

learners have an active role in learning that helps them to

contribute to successfully solve problems;

(4) Tutors'

effective guidance allows for the transferring of
responsibility from tutor to learner; and (5) Tutors may

not always deliberately attempt to teach within guided
participation (Wood & Wood, 1996, p. 6).

If learners were left alone to solve problems they

might not be able to understand the relevance of certain
task steps or might forget the overall purpose of the

activity. Therefore, tutors are guides who not only help to
co-construct knowledge but also help to enable the learner

to maintain control and autonomy during the learning
process.
Effective tutors can monitor and evaluate the

learner's progress, supply information when necessary, and

help gradually and only if the tutee displays a need for it
(Wood, Wood, Ainsworth, & O'Malley, 1995) .

Tutors must

skillfully gauge the amount of help needed by the student
and provide sufficient freedom for the student to attempt

the task without imposing or giving too much information

(Wood et al., 1995) . For example, Kaufman and Holmes (1998)
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found that tutors who focused more on giving content

information have difficulties in maintaining the role of

facilitator ahd tend to explain material more than those
tutors who have less content proficiency.

In addition to the above, De Grave, Dolmans, and Van
der Vleuten (1999) found that among the profiles of sixty

seven tutors two types of tutoring styles seemed to exist:
Tutors who emphasized content and tutors who emphasized the

learning process. In their findings they report that tutors
who relied on using expert knowledge were perceived as less

effective tutors (as rated by their tutees) than those who
relied more on their skills to encourage the learning

process in the tutees.
A description of the behaviors of effective tutoring

in fine detail is given by Lepper, Drake and O'DonnelJohnson (1997) by defining "expert" tutors as those who are

successful in working with a variety of tutees and seem to
have the following characteristics :

1. Expert tutors are better versed in content-specific

pedagogical knowledge than less-effective tutors;
2. Expert tutors are highly motivational, attentive,
and nurturing during interaction with their

students;
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3. Expert tutors use a Socratic style of tutoring,
drawing out. as much as possible from the students in

order to make the process of learning active and

constructive;

4. Expert tutors are devoted to increasing the demands
on the student in each tutoring session,5. Expert tutors convey high expectations in an
indirect, unobtrusive, and unprepossessing manner;

6. Expert tutors are more likely to encourage reflect
on their reasoning and to give self-generated

explanations; and
7. Expert tutors dedicate great effort to motivate and
encourage their students to enjoy their work.

(pp.

131-138)
Lepper, Aspinwall, Mumme, & Chabay (1990) also found

that effective tutors minimized their own apparent role in

the success of a student in being able to complete a
problem-solving task, and that these tutors emphasized the

difficulty of the upcoming task. In doing so, the tutors
set up expectation that the learner would not be able to

attribute failure to the learner's lack of ability,
therefore damaging the self-esteem of the learner. Because

of the highly interactive nature of tutoring (Chi et al.,
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2 001) , the tutor is able to gauge information given to the

student with few limits. Consequently, the student has the
opportunity to participate actively during the learning

process and feel less like a subordinate being guided by an
expert, but rather feel more like a capable peer (Lepper &
Chabay, 1988).

Scaffolding and Peer-Tutoring in Second-Language
Acquisition
Some studies suggest that scaffolding using peer

tutoring is not successful because of the difficulties that
children may encounter in "perceiving the 'zone of proximal

development' or 'region of sensitivity' for optimal
instruction"

(Ellis & Rogoff, 1982, p. 734), that

"collaboration among peers who are at the same level of

performance would not result in a gain in critical thinking
skills"

(Smolucha & Smolucha, 1989, p. 2) and that peer

tutors "may also assist the learner, but it is the teacher
who is the model for critical thinking"

(Smolucha &

Smolucha, 1989, p. 2).

However, other studies have shown that peer tutoring
is especially beneficial to students in second-language

acquisition who are not yet competent in their L2 because
it allows them to negotiate meaning and co-construct
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cognitive tools that they need to appropriate, or

internalize, the second language (L2)

(Ellis & Rogoff,

1982; Donato, 1994; Ohta, 1995; Guerrero & Villamil, 2000;

McCafferty, 2002). In her study of paired-learning and

collaborative interaction, Ohta (1995) argued that by
pairing up students with each other (rather than with an
"expert") they can still work collaboratively by using
their strengths to help each other increase their

competence in their L2 . In another well-known study, Donato
(1994) observed that the scaffolding that occurred in the

small-groups that he analyzed is a type of collaborative

scaffolding in which each member is an active contributor
of their strengths to arrive at a solution to a problem. He

argued that the concept of scaffolding could be stretched
to peer-interaction and that as a group, the students acted
as a collective expert and could successfully scaffold for
each other as they co-constructed language knowledge.

Acquisition of English as a second language requires
that the learner has open opportunity to practice using the
language being learned with more fluent peers. Language as

a cultural tool is appropriated through social interaction
until it is internalized by the learner (Vygotsky, 1978;

Kozulin, 1990; Guerrero & Villamil, 2000; Lantolf & Thorne,
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2006). Therefore, peer tutoring provides opportunities for

L2 mediation (Lantolf, 2006) that is beneficial for

'’students learning English.
Other Factors That Influence Effective Tutoring

Having discussed several strategies of effective
tutors, it is evident that tutoring is quite a complex

interweaving of knowledge and strategies in practice.

Tutors must be well prepared in the subject they teach, and
well aware of the students' needs in the area to be

tutored. Additionally, the support from the tutor must be
carefully administered to maintain learner autonomy and

control during the activity.
Another area to consider is the ability of the tutor

to gauge when the student has come to understand the
concept being taught by the tutor. If the student cannot

come to a shared understanding with the tutor, the student
will not be able to move forward in his or her zone of
proximal development and the tutor will not be able to push

him or her forward in learning. The following section
introduces in detail the key concepts listed above which
affect the success of tutoring.
Contingent Instruction. Effective tutors must

gradually shift the amount of responsibility to the learner
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as the learner comes to internalize the information they
needed help with at the start. This is a shift in

responsibility from the tutor to the learner as the help
from the tutor is faded so that the learner independently
completes a task or solves the problem. Within the frame of

tutoring, Wood and Wood (1996) termed this aspect
"contingent instruction" or "contingent control of
learning"

(p. 7).

Wood and Wood (1996) suggested that for effective

instruction in a tutoring session to occur, two key actions
must be done by the tutor. First, as soon as the learner
experiences difficulty with solving a specific task, more
specific information or help than was given at the
beginning must be given by "fleshing out the meaning of the

(initially non-understood) utterances by showing what they
entail in action... eventually [the tutor] negotiates the

task-specific meaning of the language used"

(p. 6). In

doing this, the student is ultimately drawn into" what the
tutor is conceptualizing about the situation.

Secondly, and vital for allowing the student to take

responsibility over the learning process, tutors must

decrease help as the child is able to manage a task
independently by replacing "showing [how to solve a
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problem] with telling"

(Wood & Wood, 1996, p. 7) .

Contingency as an instructional strategy was found to be
more successful than other methods (Wood, Wood, &

Middleton, 1978). Using contingent instruction tutors

promote and encourage the learner's autonomy in their own
learning process.

Domain Contingency. Planning and teaching for a
learner involves the challenge of not knowing what to do

next when a learner action's actions are other than what
was instructed. In their comparative study of human tutors

versus intelligent computerized tutors, Merril, et al.
(1992) found that an advantage of human tutors was that

when human tutors intervened to correct errors made by the
student, the information given to the student relied solely

on the student's error. Additionally, it was found that the
human tutors adapted their intervention depending on the
potential learning consequences of the error. For example,

errors that might lead to struggling and distracting were
corrected immediately and tutors quickly directed the

student to the more serious component of a solution so that
they could fix them.
Wood and Wood (1996) called this challenge of
relating teaching instruction to local circumstances
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"domain contingency"

(p. 7) . A contingent tutor would not

attempt to "fix" the learner's different approach or view
it as "incorrect." Instead, a contingent tutor would stop

all initial attempts to instruct and offer help that

complements what the learner seems to be trying to do.

. Intersubj ectivity. To achieve understanding, verbal
and non-verbal communication are used as a bridge between

an individual's understandings of different situations

(Rogoff, 1990). This shared understanding between two
subjects is also defined as "both recognition and control

of cooperative intentions and joint patterns of awareness"

(Trevarthen, 1980, p. 530). Puntambekar and Roland (2005)
stated that "intersubjectivity is attained when the adult
and the child collaboratively redefine the task so that

there is a combined ownership of the task and the child
shares an understanding of the goal that he or she needs to
accomplish"

(p. 3).

Additionally, Vygotsky (1987) indicated that

intersubjectivity provides the ideal grounds for

communication and simultaneously provides support for the

extension of children's understandings of new information
and ideas.

This intricate process of scaffolding of

learning in a tutoring session is a collaborative problem
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solving effort with both the tutor and the tutee
contributing to the learning outcome.

Shared Meaning. Collaborative learning requires that
both the tutor and tutee work together toward constructing

shared meaning and shared understanding. Although it is
difficult to establish a common ground and then refine it
(Graesser, Person, & Magliano, 1995; Roschelle, 1992)
convergence towards shared meaning must occur for optimal
understanding between a tutor and a learner (Clark &

Schaefer, 1989). Roschelle (1992) stated,
Convergence is achieved through cycles of displaying,
confirming and repairing, shared meanings. A greater

degree of sharing is gradually produced, by joint use

of meanings in situations that require progressively
more constrained actions in order for attributions'of
shared knowledge to be warranted,

(p. 5)

Achieving shared meaning is challenging because there
are too many opportunities that arise for the learner to

deviate in his or her own misconceptions. The learner could
flounder and accept the misconceptions as an answer to a

problem. This would lead to faulty explanations about an
answer a learner found. When shared meaning is achieved,
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the tutor and learner move forward together and arrive at

an answer together.
Cognitive and Informational Factors. A study conducted
by Lepper et al.

(1993) found that at least four general

motivational goals are prevalent among expert tutors. The
best tutors seek, to enhance a learner's feelings of selfesteem and self-confidence without watering down the

content of a problem so that a learner is still challenged.

Furthermore, the best tutors create scenarios that entice
the learner to probe deeper and awaken his or her curiosity

about the material being taught so as to involve the
learner as much as possible.
Self-efficacy. Another goal of expert tutors is to

encourage the learner to maintain a sense of self-efficacy
and control (Lepper, Woolverton, Mumme, & Gurner, 1993).

Canadian psychologist Albert Bandura defined self-efficacy
as "People's beliefs about their capabilities to produce

designated levels of performance that exercise influence
over events that affect their lives"

(p. 2). Individuals

with a strong sense of self-efficacy take on challenging
tasks without feeling defeated in case of failure and do

not attribute failure to incompetence but rather to
insufficient effort (Bandura, 1994). Bandura added that
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"The most effective way of creating a strong sense of
efficacy is through mastery experiences... a resilient sense

of self-efficacy requires experience in overcoming
obstacles through perseverant effort"

(p. 3).

Other authors, McQuiggan and Lester (2006), reiterated
that the power of self-efficacy can influence a student's

reasoning, choice-making, feelings and even their

resilience after a failure or the level of success they
expect to achieve. Self-efficacy has also been found to

accurately predict students' learning effectiveness and
motivational state (Zimmerman, 2000) . Furthermore, a

student's effort levels and perseverance can be shaped by

his or her belief of success in achieving a particular goal

(Bandura, 1997) .

In tutoring, this belief is significant because when
tutors promote a student's self-efficacy by giving
encouragement during instruction, the student will be more
likely to feel empowered by overcoming new challenges

(Lepper et al., 1997), thus being able to achieve their

potential in their zone of proximal development. This
finding is reported in Juel's (1996) study of successful

tutoring in literacy found that learners under the
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instruction of tutors flourished when the tutors created a

supportive learning environment.
To measure perceived self-efficacy, instruments such

as the Child and Adolescent Wellness Scale (Copeland &
Nelson, 2004), are given to students. This scale measures

wellness across 10 dimensions that are typically found in
individuals who are happy and psychologically-healthy

(Copeland, Nelson, & Traughber, 2008). Self-efficacy and
initiative are two of the dimensions the scale measures

that can affect the learning potential of a student.
Ongoing Diagnosis. Assessment of a learner's
achievement and understanding must occur often so that a

tutor is able to provide the right amount of support needed
and fade it where it isn't needed. Stone (1998) calls this

a "careful calibration of support"

(p. 6). Ongoing

assessment serves to maintain the tutor's awareness of the
progress that the learner has made throughout assisted

instruction, so further assistance can be tailored to the

learner's needs. It is important that the learner is aware
of progress he or she has made in order to promote selfefficacy and a positive attitude towards the subject bqing

taught.
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The combination of all or some of the previouslydiscussed skills and tutoring strategies are partly

responsible for the success in tutoring. The type of

interactions and. depth of the interactions also plays a

role in shaping the success of a tutoring session.
Additionally, the learner's attitude about learning and
beliefs of self-efficacy allows for the ease of
interactions during tutoring.
The Structure of Successful Tutoring Sessions

. Although it is evident that both one-on-one tutoring
and small-group tutoring are more effective in providing

students with a more individualized learning environment

taking a closer look at how these sessions are structured
helps to understand the impact of the actions of both the
tutors and tutees. Lepper, et al.

(1997) examined the key

phases of the best tutoring sessions in a study of expert
human tutors. These phases include the selection of a

problem, the presentation of a problem, solution of a
problem, a reflection period, and instruction. In the first
phase, the tutor must assess the level of knowledge of the

student and diagnose the possible misunderstandings of the
student. The problem selected by the tutor must be

challenging enough for the student yet not frustrating
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enough to be impossible to solve; in essence, a problem

that falls within the student's zone of proximal
development

(Vygotsky, 1962).

In the next phase, the challenge for the tutor is to
know how to present the selected problem.

It must be

presented in a way that will motivate the student to
attempt to solve it. Expert tutors directly challenge the

student, give reassurance, ask thought-provoking questions,
offer ways in which to proceed, forewarn the learner about
the complexity of a problem, and finally comment on the

progress of the learner over time (Lepper et al., 1997).
Another phase in the structure of successful tutoring
sessions is allowing the student to proceed to solve the

selected problem independently. During this phase, the
challenge for the tutor is to know when and how to give

assistance as the student experiences difficulties.
The last two phases include reflection and

instruction. Expert tutors were found to oftentimes give a

reflection of the problem's solution and ask the student
for an explanation in relation to the solution followed by

remarks about the progress-of the student. Finally, in the

instructional phase (this phase does not necessarily always

occur), expert tutors may offer direct instruction about
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the subject of study or if new material is being introduced

to students (Lepper et al., 1997).

Graesser et al.

(1995) suggested a five-step dialogue

frame for collaborative communication between the tutor and
the student derived from studying turn-taking in tutoring

sessions from their research. The five steps are summarized

below:
Step 1: Tutor asks a question to try to understand the

problems a student is facing. If the question

is not understood by the student, the tutor
revises the question.
Step 2: Student answers question asked by the tutor.
Step 3: Tutor gives short feedback based on the

student's answer. Feedback may be positive,

negative, or neutral.
Step 4: Tutor improves quality of answer by

summarizing, giving hints, "pumping" the

student for more information, elaborating on
the answer, showing examples, correcting
misinterpretations, tracking down

justifications or explanations.
Step 5: Tutor assesses student's understanding
rigorously to make sure that the answer is
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understood. If necessary, tutor provides

follow-up questions (pp.
Graesser et al.

505-510) .

(1995) also noted that in a regular

classroom, teachers tend to engage in a three-step dialogue

frame rather than the five-step dialogue frame. The two
extra steps may account for the advantages of tutoring over
a regular classroom setting.

Scaffolding through the Zone of Proximal
Development Using a Frame of Recurring Stages

Several tips and strategies for scaffolding within the
zone of proximal development (ZPD) have been given by
different researchers (Tharp & Gallimore, 1988; Lepper, et
al., 1997; Graesser et al., 1997; Hogan & Pressley, 1997).

Hogan and Pressley (1997) condensed the essential
characteristics of scaffolding into a list of nine

components: Pre-engagement; establishing a shared goal;
actively diagnosing the understandings and needs of the

learner; providing tailored assistance; maintaining pursuit
of the goal'; giving feedback; controlling for frustration

and risk; and assisting internalization, independence, and

generalization to other contexts.
Similarly, Diaz-Rico (2007) developed a framework

(Appendix F) for scaffolding based on several indices from
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Zuckerman's (2003) chapter on helping students to become
reflective thinkers. This framework follows Vygotsky's zone

of proximal development and is divided into frames
according to different stages of scaffolding which move
f

from the interpersonal plane to the intrapersonal plane and

which recur as movement through the zone happens. The
scaffolding moves that constitute this framework are

discussed in detail in this section (Appendix G).
Emotional Support: Rapport. This stage requires that

the teacher pre-engages the learner. Providing emotional

support by establishing a rapport with the learner will
enable him or her to take initial participation in the

activity to be tutored. It also serves to establish a bond
or trust between the tutor and the learner. As the first
stage in scaffolding, it recurs again as the learner

reaches his or her achievement potential independently!
Problem Recognition/Framing : Planning Tutoring. The

tutor recognizes the problem with which the learner needs
help, and plans example problems for the learner to solve
and may include the learner in setting goals for the

tutoring session. This stage is still part of cooperative
activity and later recurs in the individualized activity as

assessment of the learner shows concrete proof of
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generalization of the activity performed successfully and
independently.

Working on the Knowledge Base: Assessment. The tutor
actively diagnoses the current ability of the learner and
recognizes other areas for potential growth in the learner.
This stage later recurs as the tutor assesses the progress

of the learner as he or she internalizes new knowledge.

Autonomy Support: Maintaining Momentum. In order for
the learner not to become "stuck," the tutor provides

challenging problems that are not too complex for the
learner to solve successfully but that are not too easy.
Cueing, prompting, questioning, and discussing are often a
part of this stage as the tutor works to maintain the

momentum of moving through the learner's ZPD. Once the

learner shows signs of internalization, autonomy support
shifts to maintaining learner control.
Taking/Supporting Initiative. Tutors give

encouragement, praise and give help if needed as the
learner takes more initiative in solving a problem.
Supporting a learner's initiative will help to ensure that
the learner will stay motivated and focused on the goal of

the activity. This is a critical stage in the frame as it
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is where cooperative (interpersonal) activity begins to

transition into individualized (intrapersonal) activity.
Autonomy Support: Maintaining Learner Control. As the
learner moves through the Zone of Proximal Development and
begins to show success in solving a problem and taking
initiative, the tutor supports autonomy by allowing the

learner to take risks and reiterating the goal of the
activity, summarizing key points of the activity that the

learner has successfully achieved. This type of feedback
allows the learner to acknowledge the progress he or she

has achieved.
Working on the Knowledge Base: Internalizing. As the

learner begins to internalize knowledge, the tutor provides
help only if the learner really needs it so as to not take

away from giving ample opportunity for the learner to try
different ways of solving the problem. Assessment of the

learner's progress is useful for providing more practice

for the learner.

Problem Recognition/Framing : Generalizing. At this
stage the tutor summarizes the progress of the learner and
may ask more abstract questions about the solutions applied

by the learner. The learner should display self-regulation,
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representational thinking and signs of being able to
reflect.on his or her own problem-solving.
Emotional Support: From Emotional to Cognitive. As the

learner achieves the goal of the activity independently,
assistance is faded until the learner no longer relies on
specific and structured cues from the tutor. The tutor also

provides new activities for learners to apply their newlyacquired skills and may provide new strategies for solving
problems.

These stages comprise the framework of scaffolding the

zone of proximal development as a learner moves from the
interpersonal to the intrapersonal plane; from

collaborative (mediated) activity to individualized
(independent) activity (See Appendix F). Frameworks such as

this one may be used as general guidelines when tutoring.
The role of tutors is complex; it requires that they:
are knowledgeable in content areas; are knowledgeable in

the learning process of their tutees; have an understanding

of the errors a learner may make; are able to assess
students' prior knowledge and diagnose their errors;

provide feedback for problem-solving steps; give
encouragement and recognition to the tutee; and promote

initiative and fade assistance, as the tutee becomes
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independent in solving a problem. Furthermore, the

structure of tutoring must be scaffolded to create
opportunities that are challenging yet possible for the

learner to accomplish. This will help the.learner be an
active and reflective participant through the learning
process and will result in the learner moving through his
or her ZPD to successfully solve a problem independently.
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CHAPTER THREE
RESEARCH METHODOLOGY

Research Questions
The main goal of this study is to promote autonomous

learning using peer tutoring based on a Vygotskian model of
the Zone of Proximal Development (ZPD).

The research

investigation looked at peer-tutoring sessions to find
I
evidence of rapport, autonomy, goal-setting, and other

features which are predicted by Zuckerman and Diaz-Rico
(2007) model.
Five hypotheses are explored by means of these

analyses:
1. What are some ways that learners can maintain and

gain autonomy in learning?
2. At what stage of the tutoring model did most

learning occur?
3. ,What events led the learner to most successfully

achieve the goals of the tutoring session?
4 . Were these events in congruence with the peer

tutoring model?
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5. Did the tutor and tutee learn any meta-language in
the tutoring that would help them benefit more in
the role of tutor or tutee?

Analyzing the participants' answers to the interview
questions may provide insight into which stages of the

scaffolding model helped the learner become more autonomous
in the learning process.

Procedure
Participants
This study set several criteria for choosing

participants. First, participants were recruited from
graduate students enrolled in the Master's in Education,
Teaching English to Speakers of Other Languages (TESOL)

Option program. Secondly, eligible persons needed to have

as a goal the completion of, or be in the process of
writing, a master's project. Two master's students met

these criteria. During the study they were not yet enrolled
in the master's project course (EDUC 600). The two

participants are described as follows. All names have been
changed to maintain anonymity.

Participant 1. The tutor is a Caucasian 37-year old
female who grew up in Brazil and has been in the United
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States for six years. Her native language is Portuguese.
She received a bachelor's degree in Portuguese and

literature with a minor in children's literature from a
university in Brazil. She has several years of experience

teaching English as a second language to college students.

' Participant 2. The second tutor is a Hispanic 27-year
old female who lived in Mexico until the age of nine. Her

native language is Spanish and she received a bachelor's
degree in Liberal Studies as well as a teaching credential
from a university in California. She is a beginning

elementary school teacher and has experience in tutoring

Japanese and reading.
Participant 3. The first tutee is a female* from Taiwan
enrolled in the TESOL master's program as an international

student. She studied English for over ten years in her

native country of Taiwan. Her native language is Mandarin.
She has completed a bachelor's degree in English and has

three years of experience working as an English tutor for a
private tutoring school in Taiwan.
Participant 4. The second tutee is an international

student from Taiwan also enrolled in the master's TESOL
program. His native language is Mandarin. He completed a
bachelor's degree from Taiwan and has had some experience
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teaching English to high school students in Taiwan. He has

been in the United States for three years.
Methodology
A total of four tutoring sessions were videotaped and
transcribed to find evidence of successful scaffolded

events. Additionally, the data were analyzed to find
congruencies with the Vygotsky-based model of the Zone of

Proximal Development (Diaz-Rico, 2 007) . The tutor and the
tutee were interviewed after each of the tutoring sessions

to document their reactions to the events that occurred

during each episode. Analyzing the tutors' interviews helps
to determine what factors promote scaffolding, as well as

what constitutes effective instruction during the session.

Similarly, using the learners' interviews, the study

investigates what factors and attributes of the learner
promote autonomous learning.

Instruments
Tutoring Session Questionnaire

Each participant was given a questionnaire with items
regarding their prior experience in writing a scholarly

literature review as well as their proficiency in English
(Appendix A). In order to gain insight as to the stages of
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the adapted peer-tutoring model (Diaz-Rico, 2007), the

participants were also given a questionnaire with items
addressing how they felt about themselves and each other's
performance following the tutoring session (see Appendices

B and C) .
Post-Tutoring Session Interview
To find out how the tutor and tutee felt about the
events during the tutoring session, an interview was given

to both the tutor and tutee (Appendix D). The following are
semi-structured interview with open-ended questions:

1. Do you feel you have become better at being a
tutor? If so, in what way? If not, please comment

on what you would like to learn in the future.

2. What specific part (if any) of the tutoring session
did you find the most useful?
3. What specific part (if any) of the tutoring session

frustrated you the most, and why?
4. What information have you gained (if any) through

this experience about your role as a tutor or as a
tutee?
• Additionally, using a list of ten components of
scaffolding (Appendix G), events captured in the videotaped

tutoring sessions were analyzed to find if any of the
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scaffolding events matched up with the given components
(Zuckerman, 2003).
Child and Adolescent Wellness Scale

To gain insight into the participants' judgment of
their own capabilities for the outcome of the tutoring
session and their perceived initiative and to look for any

correlations, Copeland and Nelson's (2004) Child and

Adolescent Wellness Scale (CAWS), which extends through

college age, was given to the participants. Only the items
that covered the self-efficacy and initiative dimensions
were scored.
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CHAPTER FOUR

ANALYSIS OF THE DATA

Scores, Transcript Analysis, and Interviews
Scores on the Child and Adult Wellness Scale

According to the research procedures outlined in

Chapter Three, the participants were given the Child and
Adolescent Wellness Scale (CAWS) to find out if there was a
positive relationship between the participants' beliefs of

self-efficacy and initiative. Because the study looked at

factors that possibly influenced the learner, only the
self-efficacy and initiative items in the scale were scored
and analyzed to look for frequencies. To preserve

anonymity, first set of participants is labeled Tutor 1 and
Tutee 1, while the second set of participants is labeled
Tutor 2 and Tutee 2.

Four participants completed the CAWS. The scores are
reported in Table 1. On average, the tutors' scores for
initiative and self-efficacy were higher than the average
scores of both of the tutees. The tutors are more

knowledgeable than the tutees; therefore their scores for

initiative and self-efficacy reflect this. Tutors may feel
they take initiative during a tutoring session as they ask
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questions, assess the learners' levels, and provide

assistance when needed. In contrast, the tutees' lower

scores in initiative and self-efficacy reflect the notion

that they may be novices and are unsure of their ability to

complete a task successfully.

Table 1. Tutor and Tutee Scores on the Child
and Adolescent Wellness Scale (CAWS).

Initiative

Self -Efficacy

Participant

Mean

Median

Mean

Median

Tutor 1

3.38

3.5

3.44

3.0

Tutor 2

3.62

4.0

3.63

4.0

Tutee 1

3.31

4.0

3.25

3.0

Tutee 2

2.92

3.0

2.75

3.0

Analysis of Tutoring Sessions and Post-Interviews

As part of the research methodology, four 30-minute
tutoring sessions with tutees seeking help in writing an
academic review of the literature were videotaped and

transcribed for analysis. These transcripts were then
analyzed to find congruencies with the Vygotsky-based model

of .the Zone of Proximal Development (ZPD). All participants
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participants were given a questionnaire (see Appendices B
and C) to assess their feelings about the content and

effectiveness of their participation.
Analysis of Interviews With Participants

At the end of each of the tutoring sessions the tutor
and tutee answered questions about their reactions to the

events that occurred in each session in a post-interview
(see Appendices D and E). The interviews with the tutors
were analyzed to investigate factors promoting scaffolding

and effective instruction during the session. An additional

analysis of the interviews with the tutees was completed to

explore what factors and attributes of the learner promoted

autonomous learning. Analyses of the tutoring sessions,

post-questionnaires, and post-interviews are presented in
the following section. The names of all participants have

been omitted to maintain anonymity.
Tutor and Tutee 1: Analysis of Session 1

In this session the total amount of speaking turns
taken was 131. Out of these, the tutor took 68 turns and

the tutee took 63. As the session began, it was evident

that the tutor was assessing the learner's knowledge and

building rapport by asking questions with assessment

purpose such as,

"So you want to start by telling me what
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your keywords are?", "Did you run through the library

catalog yet?", and

"Did you find any books yet?". Here is

an excerpt from the first transcript:

1. Tutor: "So you want to start with telling me what

your keywords are?"
2. Tutee: "I just found my keywords two days ago, and

they are three keywords. First one’is
self...self-directed second language . "

3 . Tutor: "Self-directed what?"
4 . Tutee: "Self-directed language acquisition."

5 . Tutor:

"Oh, second language acquisition. Okay."

6. Tutee: "And my second one is SLA outside of class
7 . Tutor: "So acquiring language outside of the

classroom?"

8 . Tutee:

"Yes."

9. Tutor: "And what do you intend to do with this?"

10. Tutee: "I'm trying to find something, because
before my original keyword was autonomous
learning centered and my professor told me I

might, not find enough information for this

word so she told me I can try self-directed
learning outside class so, I think, I guess
I will try to.find some information those
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thesis from the library so I can find more
information and decide which keyword I'm

going to use."

11. Tutor: "But what you want to do with this is what?
Find techniques and strategies that students

use to learn English or whatever the second
language outside of the classroom outside,

independently from the school, from the
teacher, is that what you are looking for?"

12. Tutee: "Yeah."
The questions in Turns 3, 7, and 9 helped the tutor to
figure out how much work the tutee had already done prior

to the session, to plan what question to ask next, and to

assess the direction her guidance should take. In Turn 3,
the question "Self directed what?" served for clarification

of the understanding of the tutee, while in Turn 9, the
tutor seemed to be looking for more detail as to the

intention of the tutee, to which the tutee's reply in Turn

10 leaves the tutor unclear. This reply is followed by
further clarification requested from the tutor in Turn 11.

Because the tutee has not divulged enough information for
the tutor to assess and plan the next instructional step,
her question is followed by examples of possible topics the
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tutee might be considering. In doing this she also gives a
little bit of direction to the tutee in case the tutee does
not know how to articulate her topic.

The next excerpt occurred halfway through the tutoring

session:
76. Tutee: "How can we find which keyword I'm going to

use and which one..
77. Tutor: "We have to see the resources first. You

check them all; see what you get, out of

that. And you analyze the books and the
articles that you get. That will show you
which direction to go, because for example,

the first one that we tried, the self-

directed SLA. One topic gave you 307 items

and the other one gave you four, so that's

not good. You need one that will give you

maybe fifty sources?"
78. Tutee: "I need three keywords, how many resources
do I have to use in each one? Maybe I can

use three?"
79. Tutor: "So you're looking for a specific number of
keywords ?"
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80. Tutee: "I'm not sure, I don't have a direction of
what can I do, exactly, so' maybe some can

be ten resources, maybe they can do ten

resources for each keyword. It's too much,
but if I do three resources for each

keyword maybe that's not enough. I don't
know."

81. Tutor: "I don't either. But I don't think you
should be worried about the numbers. Look
for the stuff first."

In this dialogue sample, the tutee's question shows
concern for her confusion on how to choose a keyword (Turn

76). At this point, the tutor's feedback is instruction on
how to proceed when choosing a keyword (Turn 77). The moves

of the tutor are supporting the learner taking initiative,

just as Diaz-Rico's (2007) Scaffolding the Zone of Proximal

Development model (Appendix F). Right away, the tutor
probes the student's concern about the amount of keywords
and articles to use in line 79. The tutee admits she is

unsure about how to proceed (Turn 81) and the tutor
redirects the tutee's focus to searching for articles first
(Turn 82).
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In another instance, the tutee takes initiative by

asking for clarification and acknowledging confusion. The
tutor gives informative feedback to the tutee and asks

another question, probing further into the task which at

that moment was to be finding useful articles through a
library online catalog:

97. Tutee: "So I don't know, I'm confused. Do I have
to mention each keyword again?"
98. Tutor: "No, you don't have to mention them. In

fact you don't have to mention your
keywords at all. But you're going to use

the information that you got here and all

your resources, the whole thing. Okay,
let's try 'self-directed' again. Have you

tried 'independent'?"
99. Tutee: "No. Where did you find the other
resources?"

100. Tutor: "I'm on the EBSCOhost right now, ERIC
didn't give us much."
Again, the tutor manages the dialogue (Turn 98) so

that the tutee will focus on the task. This is done by
asking if the tutee has searched using a specific keyword.
The tutee then refocuses on the topic and asks a follow-up
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question (Turn 99). The tutor's move sustains the pace as
the task becomes difficult. This is evidence for the tutor

pushing the tutee along the ZPD.

Finally, a specific scaffolding event appears towards
the end of the tutoring session. In the following excerpt,

the tutee seems still confused or unsure about finding and

using a keyword. After some floundering, the tutor asks

directly if the tutee understands the meaning of her
keyword (Turn 110) and presses the tutee to take control
and to think of what specifically she is writing about:

110. Tutor: "And do you understand fossilization? What
is the definition of fossilization?"

111. Tutee: "I check website and it says,it often
happens when you're learning a second
1anguage."

112. Tutor: "Meaning what, what do you do with it?"

113. Tutee: "You stop learning. You just cannot keep
learning. So, you just stop. But...we don't

have any sure answer yet, we just, we can

guess if it happens often in intermediate

level. That's why she said maybe find out,

because there's no, maybe you are still a
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professional learner but you're still

going to become fossilized but..."
114. Tutor: "Is it related to any skill? For example

you're fossilized in your accent, in your
pronunciation, or you're not learning any
more vocabulary or you're not learning to

write. Is there an area or across the

board?"

115. Tutee: "Both...all of them."
116. Tutor: "Hmm...and how are you going to add that to

independent learning? If independent
learning helps with fossilization? Is that

what you're trying to check?"

117. Tutee: "I think so, because, I think when you
study by yourself you can try to maybe

find'your learning styles. So, which
styles are best for you so maybe you can,

I don't know, maybe you can..."
The tutor checks for understanding in Turn 110, and
asks directly for a definition. The tutee gives an answer

that is unclear, so in Turn 112, the tutor fleshes out the

information by rephrasing the original question rather than
offering an answer or looking it up on the computer. This
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move forces the tutee to come up with the answer to the

question (Turn 113). Because the tutee is still showing
confusion, the tutor then attempts to address this area of

frustration for the tutee by proceeding with a related
question "Is it related to any skill?"

(Turn 114) and

offering examples: "...For example you're fossilized in

your accent, in your pronunciation, or you're not learning
any more vocabulary, or you're not learning to write. Is

there an area or across the board?"

(Turn 114). The tutee

is finally able to answer the question she had trouble
verbalizing (Turn 115). Then the tutor is able to move

forward and connect the ideas of the tutee by asking,

"...and

how are you going to add that to 'independent learning'? If

'independent learning' helps with 'fossilization' ? Is that

what you're trying to check?"

(Turn 116). However, in Turn

117, the tutor still does not seem sure, as she answers

with "I think so, because, I think when you study by

yourself you can try to maybe find your learning, styles.

So, which styles are best for you so maybe you can, I don't

know, maybe you can..." Although the tutor attempts to move
the tutee beyond helplessness, the tutee still shows signs
of doubt.
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In the next half of the scaffolding event, the tutor's
feedback is more direct with the purpose of clarifying the
issues with which the tutee is having trouble.

118. Tutor: "But then, you need to see

you need to

study by yourself if finding ways that you

learn better will help you with

fossilization, you need two people who are
fossilized and one is doing the techniques

using outside of the classroom sources and
activities and one that is not, so you can

compare. You cannot have two that are
doing the same things; otherwise you're

not going to show your point."

119. Tutee: "So right now I don't know if they are or
they're not, that's my questionnaire."

120. Tutor: "So you want to know if they are...? If
they are using English outside of the
classroom or looking for trying to learn

outside of the classroom...?"

121. Tutee: "I don't know, I have to ask my professor
again. I think that..."

122. Tutor: "[the professor] is not going to tell you
your research. You have to figure it out.
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What is it that you are trying to do? You.
Because you came up with the idea of the

autonomous thing. What is it that you
want ?"

123. Tutee: "I think first step, I will just maybe

give them my questionnaire after I got
approved, and then find two Chinese, two
Taiwanese students and I will just give

them this one, and 1 will also have to do
film..."
In Turn 119, the tutor offers a new point of view that
may not have been considered by the tutee, and gives her
reasoning for why she would have trouble. It is apparent

that the tutee is still unsure and conflicted about what to
do or how to proceed (Turn 120). The tutor further probes

by asking more detailed questions as a prompt for the tutee
to figure out the answer,

"So you want to know if they

are...? If they are using English outside of the classroom or

looking for trying to learn outside of the classroom...?"
(Turn 121). After a pause, the tutee finally replies that
she does not know.

Because the tutee is unsure of her understanding, the

tutor cannot help her to move forward along the ZPD, and
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cannot give her

any further assistance. This is a point of

frustration for

the tutor who cannot do much more unless

the tutee has a

set goal. It should be noted that there is

no consensus between them about the goal the tutee would

like to focus on, so it is a challenge for the tutor to
recommend next steps. The tutor makes a remark intended to

help the tutee realize that she must take more initiative
in her effort towards working on her project, "...She's not

going to tell you your research. You have to figure it out.

What is it that you are trying to do? You, because you came

up with the idea of the autonomous thing. What is it that

you want?"

(Turn 122). In this, the tutor has bounced the

question back to the tutee to clarify what the tutee wishes

to research. The tutee answers after a long pause, "I think

[the] first step, I will just maybe give them my

questionnaire after I got approved, and then find two
Chinese, two Taiwanese students and I will just give them

this one [the questionnaire], and I will also have to do
film..(Turn 122).

To summarize this scaffolding event, the tutor has
attempted several times to elicit answers from the tutee,
by asking questions for clarification, rephrasing what the

tutee has stated, and refocusing the tutee's'attention to
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the main problem. It is unclear after these efforts if the

tutee arrives at an understanding of what steps to take in
order to solve her dilemma of not knowing how to structure

her research. During some turns, the tutee seems to
struggle in her efficacy about her own research, but does
not give up. In this scaffolding event, the outcome is that

the tutor is able to press the tutee to think, through the

exchange of questions and replies that takes place
throughout the dialogue.
Session 1: Tutor Questionnaire and Post-interview 1.

The tutor's answers to the post-questionnaire show that she

felt she was fully engaged in the session, fully prepared,
and took considerable initiative; although she felt she was

only able to somewhat help the tutee. Additionally, she
thought she was able to find areas with which the tutee
needed help, but felt the tutee took little initiative.

In the post-interview, the tutor mentioned she did
everything she could do to help the tutee; however she

added that she did not feel she improved as a tutor because
she felt she did not provide enough opportunities for the

tutee to take initiative. She thought her question-asking

approach was the most useful for the tutee because, it
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helped to draw the tutee's attention to the flaws in her

proj ect.

In reporting parts of the tutoring•session that proved
to be frustrating, the tutor pointed out that the lack of

direction the tutee showed during the session made her
unhappy. Finally, in her reflection about useful

information possibly gained through her experience in the

first tutoring session, the tutor noted that as the session
progressed, she realized she had to offer opportunities for
the tutee to recognize faulty reasoning. She felt that if
the tutor became aware of flaws and faulty reasoning in her

research then the session had been worthy.

Session 1: Tutee Questionnaire and Post - interview 1.
The tutee's questionnaire shows that she was comfortable

with the tutor, felt encouraged, and found the tutor to be
helpful.

She felt she took initiative during the session

and had control of her own learning throughout the session.

However, she did not feel confident in completing a similar
task without the help of a tutor.
Upon reflecting about the events in the first tutoring
session, the tutee revealed that she felt she had found

ways to become better as a tutee. One of these ways was by

asking many questions to help arrive at a better
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understanding of her literature review. The tutee reported
that after the tutoring session she gained new ideas about
how to approach her research. She found that the tutor's

modeling of how to search for articles using the library
website (as opposed to just looking on the Internet) helped
her to become aware of another place to search for

resources.
The tutee reported that there were no frustrating

points within the session; but rather, she felt the
questioning by the tutor was quite helpful. Finally, on
gaining new information through her participation, she
stated,

"The tutor can't help me in everything. She can

only tell me and teach me how to do-it. However, I still

have to do the rest of things by myself." Her reflection

shows that the tutor was successful in showing the tutee
that more initiative on her part was needed to complete her

literature review, and that ultimately the responsibility
rests within the tutee.

Tutor and Tutee 1: Analysis of Session 2
This tutoring session yielded a total of 148 turns; 71

were taken by the tutor and 77 by the tutee. The quality of
the content of this second session was strikingly different
than the first interview, because the tutee asked more
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questions and engaged in more dialogue about the task with
the tutor. It also seems that the tutor was able to prepare

better after having assessed the tutee the previous
session.
1. Tutor: "So tell me from last week, did you look at

the sources?"
/

2 . Tutee: "No..."
3 . Tutor: "Well, that's fine. Here's what we're going

to do. You have two things to combine, the
autonomous learning and the fossilization,

right? And what are you trying to answer
with your work? What is it that you are

trying to do with your topic? What are you

going to do with this?"
4 . Tutee: "I think I'm going to find how can-

autonomous learning center can benefit those
students."
5 . Tutor: "So how students can benefit from an

autonomous learning center?"
6 . Tutee: "Yeah, yeah."
From the beginning of the dialogue, the tutor
maintains her strategy of asking questions to help the

tutee give better-developed explanations. In Turn 3, she
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tells the tutee the strategy and asks the tutee three times

focus questions phrased differently. Although the tutee did
not follow up on her task from the last session, she is

able to give a lengthy answer in Turn 4 rather than a short

insecure response as in the previous session.
In the following adjacency pairs (set of turns) the
tutee explains what she will do for her research. Her

responses show evidence that she has better understanding
and direction of what she will do next:

21. Tutor: "So, then you're going, to try then to get

the people who use the computer lab and
then teach them how to use to benefit their
language learning?"

22 . Tutee: "Yes, I think that's the problem, they
didn't do a lot there, so I'm going to find

out if like at the computer lab, what I'm

going to call it is autonomous learning

center. So I'm going to find out what kind
of stuff, what kind of material I can offer

in the autonomous learning center."
23. Tutor: "Then it's different. Already, this is not

going to work. You think that just having

computer is not going to work. So what you
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want to find out is what materials you need
to create a learning center that the
students will benefit from?"

24. Tutee: "Yes,- and also find out how students can

help themselves to learn better even

without teachers, after school. It's like
self-directed learning so maybe we will
have some leader, some assistant in

learning center. He or she will help
students you know, check them regularly.

How are you doing so far?[PAUSE] You know

how can autonomous learning center be
related to fossilization, because I think

when those second language learners when

they are learning English, then probably

they will have some time when they cannot

remember everything, they just stop
learning .in their brain, they just stop

learning English. They cannot learn more,

so I think, that's what I'm going to find

out, so I'm going to find out how to help

them when they have, when • fossilization
happen to them. You know, they just cannot
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remember everything; my brain just stops
learning English right now. I just can't

remember vocabulary, grammar, something

like that so I'm going to find out that."
25. Tutor: "Um...okay, so we have, actually, three, oh

we have a bunch of things going on here, so

let's try to make sense of this. What they
do at’ the computer lab, and the learning

strategies has nothing to do with what

materials you need and what assistance the

students need to use and benefit from the
learning center. There are two different
things."

In Turn 21, the tutor's question serves to focus on
the plan the tutee has for her research. The tutee replies

with a direct answer, giving enough information so that the

tutor can build upon it (Turn 22). The tutor then points
out a possible challenge and follows up with,

"So what you

want to find out is what materials you need to create a
learning center that the students will benefit from?"

(Turn

23). This question summarizes what the tutee does not

verbalize, but helps the tutee to reshape her thinking; and

in Turn 24, the tutee replies with an explanation, pauses
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to think before continuing, and gives several examples of
what she would like to research. The tutor is then able to

assess the progress again, refocus on the tutee's issues,
clarify for the tutee the flaws in her examples, and state

them (Turn 25).
In another part of the tutoring session, the tutee

displays lack of direction:
85. Tutor: "So just one second Im not understanding,
you're going to give them a questionnaire,

and then you're going to find out through
their questionnaire what their problems are

and then you're going to tell them what
their problems are?"

86. Tutee: "Yes."
87. Tutor: "So, identify the problems and then tell

them. And then you're going to give them a

handbook that will have what, what are you
going to have in that handbook?"
88. Tutee: "The handbook, like I mentioned in my IRB

application, I think is like an explanation
of the questionnaire. It's like a learning
record from the interview. It will show

everything in their handbook. So after that
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and they will understand what they have. I
think that's it."

89. Tutor: "So you're...you're giving them a handbook
that tells them what their problems are..."
90. Tutee: "Yes."
91. Tutor: "And then what do they do with it?"

92. Tutee: "I think I will not write learning strategy
in the handbook, I think I will just write

what their problems are. That's what [an
advisor] told me, but..."

93 . Tutor: "Ah..."
94. Tutee: "I don't have time."
95. Tutor: "So you need to find a better project,
because this one's going to take forever to

figure out. You need to figure out what

you're going to do."
The tutor asks for clarification from the tutee, and

rephrases the steps the tutee is planning on taking in

Turns 85, 87, and 89. However; the tutee's reply in Turn 92

shows uncertainty and the tutor is quick to point out the
difficulty of the topic the tutee has chosen and offer

another alternative in Turn 95. The dialogue continued for
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another fifteen minutes, without the tutee settling on a
set plan for approaching her research methodology.
Two additional excerpts were selected to show how the

tutor attempted to scaffold and push the tutee forward in

finding a solution. The tutee had previously mentioned a
master's project with a keyword similar to what she had

chosen:
125. Tutor: "So, maybe, you should get this master's

project and read to see what references
they have and then you'go after the.
references because we are not finding
anything here. And see if fossilization is

going to come up, I doubt it, unless you
want to continue."

126. Tutee: "I think autonomous learning center is
really good idea because it's creative.
It's totally like a new term, not new term
but not a lot of people think that word

before, so I think once if I finish this
keyword, I have that idea in my project

that will be really, really helpful. But I

just don't have enough references to about
this keyword. So I'm going to try."
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127. Tutor: "Maybe, maybe, what you are doing is
pulling the wrong keyword. If you want an

autonomous learning center, what does it
mean? That you have things for people to

study by themselves, what kind of things?

128. Tutee: "Um, because right now I just check that
school right? That university they have

for example because in Taiwan, if

student's major is English they have to
study literature..."

It is noticeable in Turn 126 that the tutee's reply
does not follow the previous suggestion by the tutor.

Again, in Turn 128, the tutor suggests that the tutee may
be using the wrong keyword, and that is why the tutee is
not finding enough resources. This attempt fails to refocus
the tutee, as in Turn 129; the tutee's response does not

address the suggestion from the tutor. This section shows
the tutor in a struggle to move the tutee's reasoning

forward, and it is evident that there is little convergence
towards shared meaning.
In a. final attempt at facilitating the task for the

tutee, the tutor offers the same suggestion (Turn 137) she

79

has hinted at previously, this time in the form of a

statement:
137. Tutor: "My suggestion is you start writing down
this stuff and looking in the material you

already have and seeing what you can pull
out of that because right now you're not

really sure what you're doing. You need to
find out what you're doing."

138. Tutee: "Because she [an advisor] gave me in the

beginning, I had to consult and she gave
, me a lot of ideas and then try to, because
right now I didn't have time to

[unintelligible] after today I will have
time so I will check everything, I will

find out."
139. Tutor-. "Figuring out what you need, and then

looking for the ways to do it. It's hard
work."

140. Tutee: "Yeah."
141. Tutor: '"But you can do it, I'm sure. And say
something that you are going to use later,

that you are interested in."
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142. Tutee: "I have to. I cannot just do autonomous

learning. I have to combine at least a
little bit with fossilization."
143. Tutor: "I think that's very difficult, because
fossilization is a big deal and if you

create a footnote it's just going to be

very complicated. You're not really doing
anything with it but it's still there.
Figure it out. Learn more about

fossilization; see if you can use it.
Maybe you can prevent fossilization by
having good individual learning strategies

that the students can really not get

fossilized because they're continually
learning by themselves outside of the

classroom that would work. But you have to
figure out then what the question is that

you want to ask and how you can answer the
question. The question is your topic. It's

what you have to work on. After you have
the question then you can work on the
rest. If you don't have a question, then,

it's kind of hard."
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It seems that the tutee still has not reviewed any of

the information from the previous tutoring session (Turn
138), and the tutor seems to be unable to help the tutee to
clearly understand the challenge of finding resources or

settling on an understanding of the keyword the tutee has

chosen. The tutor offers a line of encouragement (Turn 141)
and acknowledges in Turn 143 that writing a review of the

literature takes time and effort. She gives the tutee one

more possible way of arriving at a solution, "Learn more

about fossilization; see if you can use it... But you have to

figure out then what the question is that you want to ask
and how you can answer the question.... The question is

your topic." The tutee has not been able to suggest
anything herself up to this point despite the tutor asking

questions and offering suggestions. It is questionable
whether the tutee has moved from helplessness to discovery.
Session 2: Tutor Questionnaire and Post-interview 2.
The tutor's answers to the questionnaire reflect that she

felt adequately prepared and that she found herself fully

engaged in the session. She felt she was able to help the
tutee significantly and that she was able to find areas in
which the tutee needed help. Finally, she felt her

initiative was high and felt that this time the tutee had
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taken initiative during the session, as opposed to the
previous one.
In the post-interview, the tutor reported that she

improved in her attempt at providing more opportunities for
the tutee to take the initiative. She mentioned that the

most frustrating part of the session was the tutee's own
frustration with her project. She explained that her main

concern was that her tutee would understand her. As for any

useful information she gained from this experience, she
mentioned that she thinks she needs to "work more on having

characteristics as a tutor that will be consistent and
firm. Right now I think my role is changing depending on
the interaction with the tutee, and his or her
characteristics.“

Session 2: Tutee Questionnaire and Post-interview 2.

According to the tutee's answers on the second
questionnaire, she felt comfortable with the tutor. She

felt that the tutor encouraged her, and that the tutor

seemed to know how to help her. Additionally, she felt the
tutor did help her. She also answered that she felt she
took initiative during the session but was not sure if she
was in control of her own learning. Although she found the

tutoring session helpful and effective for her, she was not
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sure of her confidence in completing a similar task in the
future without the help of a tutor.
In the post interview, the tutee stated that she
believes she has become better at being a tutee by asking
many questions. She felt it was helpful when the tutor gave

her advice to refine the ways to research her keywords;

something on she had not focused on before. The tutee also

said that the insight she gained through this experience
was mainly to be clear about the type of questions she will
ask during future tutoring sessions.

Tutor and Tutee 2: Analysis of Session 1
The first session with the second tutor and tutee had

a total of 89 turns; the tutor took 45 and the tutee 54. It

should be noted that out of the 54 turns the tutee took,
only three were questions in relation to help he was
looking for; the remaining turns were statements or
responses to questions asked by the tutor. Several

adjacency pairs were analyzed for scaffolding events and

evidence that the tutee was moving through the ZPD.
15. Tutor: "What about culture shock?"
16. Tutee: "Yeah, it sounds great, because I actually

suffered it."
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17. Tutor: "So you can use your own experiences. So
then if you're going to do culture shock

you can still use some of these articles."
‘ 18. Tutee: "Yes, some of them talk about culture
shock."
19. Tutor: "So, then, what would you like to focus on

in culture shock?"

The tutor begins by asking questions (Turn 15) to

assess the goals of the tutee. In Turn 19/ the tutor asks
further about the focus of the topic the tutee has chosen.
20. Tutee: "Um, I have a couple ideas. First I'll bring

up some subtitles, the first one I'm going
to give the definition for culture shock
and then also I have read about some

culture shock steps.
21. Tutor: "You mean...what do you mean by steps?"
22. Tutee: "Four steps...one is like culture is very
interesting, everything is fresh, and

second step is like you need to get over

your language gap, and third one is you can
feel frustration because you can't get over

it and you need to get back to the first

step to get readapted. If you can get over
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■it you can move over to the fourth step

which is you can get used to what culture
that you're into."
23. Tutor: "So, the steps that you're talking about, is
it like stages?"

24. Tutee: "Yes, stages."
The tutee offers the knowledge he has through

discussing the ideas he has in Turn 20. He further explains
one of those ideas in Turn 22, displaying that he has

developed somewhat of a plan in approaching his project.

31. Tutor: "What we can do, today, is that we can come
up with an outline of what each paragraph
should be, so that way you can start

working on it and you will know exactly

. what to put in each paragraph and then‘by
the next tutoring session you'll figure out

which ones are kind of difficult...but are
you definitely going to be doing culture

shock?"

32. Tutee: "Yes."

33. Tutor: "So then let's come up with a title-culture
shock...culture shock...have you looked up
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articles about culture shock, with the word

culture shock?"
34. Tutee: "Um, some of them..."
35. Tutor: "What have you been using to find your

articles?"
36. Tutee: "ERIC, basically."

37. Tutor: "ERIC? ERIC is a good database, but if you
use EBSCOhost, it will also check ERIC, it

will check PSYCHinfo which checks
psychology articles and it will check..."
38. Tutee: "It's like Google?"
39. Tutor: "It's kind of like Google but EBSCOhost,

when you...here's the library page. Articles,
and Journals, then General, and then

EBSCOhost. And this one will search many of
them, and it will search through ERIC.
Because sometimes ERIC doesn't have

everything. Okay, and let me show you
where...on EBSCOhost you click here and then

you check which ones, which journals you

want to check. So we'll check many of them,
ERIC, PSYCHinfo...it' s a good one, and then
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SUBMIT, and you will just type right here,

your keyword."
Here, the tutor was able to set a goal for the session
and mentions it to the tutee (Turn 31). This strategy helps

the tutee to maintain control of the current state of his

skills. The tutee has expressed that he has ideas, so now
the tutor is able to show him how he to proceed in applying

those ideas. This is followed up with a question in Turn

33. The tutor offers a new way of'finding resources (Turn
38), and models how by showing the tutee how to do it step

by step (Turn 39).

As the tutoring session progresses, it is evident that
the tutee is in tune with what questions to ask the tutor:

60. Tutee:

"I have a question about if, what is the
[suitable] time to quote?"

61. Tutor: "What do you mean?"
62. Tutee: "Like uh...the best time to use the quote?"
63. Tutor: "Oh, any time. Actually you can always start

by quoting. You can start a paragraph by
quoting, you can give your own example, and
then give a quote, or you can summarize a
quote."
64. Tutee: "That's my problem."
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65. Tutor: "Summarizing the quote?"
66. Tutee: "Yeah, I don't know when it's the best time
' to use the quote and sometimes I always use
the quotes."

67. Tutor: "The best way to avoid overusing quotes is
to use an example and then give a quote. So

for example I would say "In my personal
experience this happened to me and

...likewise, Smith said that" and then quote.
Or you can summarize the quote and then

just give the citation. Last name, Date and

page number... But most of the time you can
use an example and then say, paraphrase and

summarize the quotes. Because here, you
started off with a quote and then she
[professor] wanted you to put citations. So

over here you wrote all this other stuff.
Did you find all of this in the book or was

it your own idea?"
•68. Tutee: "Some of them are from a'book."
The tutee takes initiative in Turn 60, and
acknowledges that this is another area he finds difficult

(Turn 64). In Turn 67, the tutor engages in direct modeling
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of the proper use of quotes by writing it out and pointing
it out on the essay the tutee brought to the session. Some
time later, the tutee reiterates his concern with using

quotes :

81. Tutor: "...What other things did you want help

with? What other things were you concerned
about for the paper?"

82. Tutee; "I think most difficult is quoting."
83. Tutor: "I think you will have no problem finding
the articles. Find the quotes, highlight

them. If you get that, then when you come
next you can bring the articles with the

highlighted quotes and we can work on

rewording some of them."
Finally, the tutor gives a task to the tutee so that

when they meet in the following session, they can work

together rewording the quotes (Turn 83). This component of

scaffolding encourages initiative in the learner by giving

him an opportunity to take a risk and practice rewriting
quotes.

Session 1: Tutor Questionnaire and Post-interview 1.
Prior to the session the tutor states that she was very

engaged in the tutoring session and was somewhat prepared
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in prior understanding before the session. Although she was

able to find areas where the tutee needed help, she felt
she was only able to help the tutee somewhat. She felt that
the tutee took little or no initiative in the tutoring

session.
In the post-interview, the tutor reported that she

felt she failed at providing opportunities for the tutee to
take initiative because she felt she talked too much and

took too much control of the dialogue. The most useful part
of the tutoring session for the tutor was that the tutee

knew what he needed help with, and asked for help with
direct questions. In frustration, the tutor mentioned that

she was unsure if she was able to provide the assistance
the tutee was looking for.

Finally, in regard to new information gained through
her participation in this session she mentioned that in the

future she will let the tutee take a bigger part in the

dialogue and that she hopes this will encourage him to ask
more questions.

Session 1: Tutee Questionnaire and Post-interview 1.
According to the questionnaire filled out by the tutee, he

felt comfortable and encouraged by the tutor. He felt the
tutor was able to help him and that he has learned as a
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result of the session. Additionally, he felt he took
initiative and was in control of his learning during the
session. While he listed that the session was very helpful
and very effective, he does not know if he could complete a
similar task without the help of a tutor but feels that
after another session he will be more confident.

During the post-interview, the tutee stated that the
tutor gave him good ways to overcome his problems. He added

that the tutor showing him how to quote was the most

helpful and finally that he found new ways of searching for
references on different websites.
Tutor and Tutee 2: Analysis of Session 2

In the last videotaped session, out of 103 turns, 51

were taken by the tutor and 53 by the tutee. The first
selected excerpt from the transcribed dialogue is of the
tutor looking over the previously assigned task given to
the tutee:

23. Tutor: "So, the American teachers will tell them

what they need to know and that they will
be aware of when the student doesn't

understand? Or needs more clarification, is

that what you're talking about?"
24. Tutee: "Clarification, yes."
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25. Tutor: "Is this paraphrased? Or a quote?"
26. Tutee: "It's a quote."
27. Tutor: "So, Spring also said,

'[quote]' Was this

from a book or an article?"
28. Tutee: "From an article."
29. Tutor: "At the end of this [the quote] you're going

to have to put the page."
While the tutor reviewed the work that the tutor had

brought in to the session, she offered feedback on the
errors that the student made. Turn 7 is a question for
error correction and Turn 29 offers feedback on why the
error needs correction.

In the following sample, the tutor gives several
examples for the tutee to correct on his own. This sample

also shows movement from interpsychological to
intrapsychological , or from shared activity to the

student's competence:
57. Tutor: "Okay, here you're going to put this, and

then write... [pause]

Is this part of the

sentence? Okay. Then ...let's see if you can
fix these two.

[corrects the tutee and

models] It's tricky! All the quotes and the
page numbers."
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58. Tutee:

[completes sample quotes]

59. Tutor: "Oh! Okay, then we have that one...Okay, so

we have most of this edited. We fixed your

transitions. So now, when you go back, when
you're writing your second draft, when
you're done writing it, go back to every

section and make sure you have at least one
sentence that kind of summarizes these

challenges...[omission]...Okay, read this
for me."
The tutor asks the tutee to perform the task with

which he was having trouble during the first session. After
the tutee completes the task, the tutor corrects it as the

tutee observes (Turn 57), and acknowledges the difficulty
of the task by adding "It's tricky! All the quotes and the

page numbers." The tutor ends by telling the tutee what

they have just completed (Turn 59), which serves to point
out to the tutee that his success in completing the task.
Finally, now that the tutee shows understanding of how to
quote correctly, the tutor reminds the tutee of the next

step in the writing process.
it is further evident that the tutee is moving within
the Zone of Proximal Development as he offered a new
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suggestion after a summary from the tutor about what they
had discussed:

72. Tutor: "So now, you already talked about the

symptoms, the stages, and now because they
have a high probability, now what are you

going to say about it?"
73. Tutee: "For the handout...

[unintelligible] we need

to talk about psychological strategies or
social strategies for to the international

student to adapt to the new cultural

environment by using those strategies."
74. Tutor: "Okay, perfect I So now, since you said

because of this you're going to say..."
75. Tutee: "That there are psychological strategies and
social strategies to help them reduce the

culture shock."

In Turn 73, the tutee's answer serves as evidence that
he understands the information the tutor was attempting to

convey as they read over articles in search for useful
information for the tutee to use in his research paper. The
tutor supports the initiative of the tutee by following up

with the statement "Okay, perfect!" and prompts the tutee
for further reaction,

"So now, since you said because of
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this you're going to say..."

(Turn 74) to which the tutee is

able to answer with information that follows logical order
in his essay (Turn 75).

From the events and scaffolding evidence analyzed in
this session, it appears that the tutee is able to move
further along the Zone of Proximal Development as the tutor

scaffolds the logical sequence of events that the tutee was
finding troublesome in his writing.
Session 2: Tutor Questionnaire and Post-interview 2.

According to the questionnaire, the tutor only felt

somewhat prepared prior to the session and felt she was
only able to somewhat help the tutee. However, she thought

that she was able to find areas the tutor needed help with.
In contrast to the previous session with this tutee, she

felt the tutee took more initiative than the first time.

In the post-interview, the tutor stated that she felt
she improved in pausing during the dialogues and focused on

allowing the tutee to speak up more. She added that because
the tutee was able to take more initiative in this session,

it was useful that the tutee participated in the dialogue.
Finally, about new insights she gained, she mentioned that
she realized that a tutor must be a good listener and not

just "spout facts out."
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Session 2: Tutee Questionnaire and Post-interview 2.

In answering the questionnaire, the tutee felt comfortable

with the tutor and felt the tutor was encouraging and
helpful. The tutee felt that he took initiative and felt

that he has learned as a result of the tutoring.
Additionally he answered that the session had been useful
and effective for him; and in contrast to the previous

questionnaire from Session 1, he now felt confident that he
could complete a similar task without the help of a tutor.
In the post-interview, the tutee mentioned that he had

been able to edit his research paper more cohesive, as a

result of the tutoring sessions. He also stated that he had
gained new knowledge on how to write a conclusion in his
own words.

Discursive Analysis

In relation to the peer-tutoring model (Diaz-Rico,
2006, Appendix F), the scaffolding events were analyzed for

evidence that they followed the stages, to discuss the
success or lack of success during the procedure, and to

discern whether or not the participants achieved the

outcome of the original plan. The stages of the model are
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sequential and recursive; therefore the observations are
reported together with their corresponding recursive stage.
Rapport/Support
In this stage, the tutor should engage the tutee and

begin to build a rapport to open up the relationship. When
the tutee feels a bond or trust with the tutor, the tutee

will be more likely to take participation in a task.

Establishing a rapport with the tutee is vital for keeping
the tutor-learner relationship positive in an emotional

level. When the tutee moves toward independence, the tutor

will be able to provide support as the focus of the task is
cognitive.
Rapport. Both tutors began by asking the tutees about
areas in which they needed help. This created the

opportunity for the tutees to voice their concerns. It also
created the opportunity for the tutors to find strategies

to use during the tutoring session.
Support. As the tutees moved through the latter stages

of the Zone of Proximal Development, Tutor 2 provided
example exercises for Tutee 2 to practice. Tutor 1 provided
Tutee 1 with an outline of what had been covered during the

tutoring session so the tutee could refer to it on her own
time. The support from the tutors helps the tutees to put
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into practice what they have gained during the tutoring

sessions.

Framing/Generalizing
In this stage, the tutor should recognize the problem
areas with which the tutee needs help and formulate a plan

for giving assistance to the learner. It can include sample

problems to solve, questions to assess the learner's prior
knowledge, modeled problem-solving. As the tutee is able to
generalize the new information, there should be evidence

that he or she can accomplish a specific task successfully
and independently.

Framing. The tutors used questioning techniques to
obtain information from the tutees for planning immediate

tutoring strategies. For example, in Session 1, Tutor 1
talked the tutee through different ways of obtaining

research articles using an online library database source.

When the tutor and the tutee agreed on the usefulness of
several research articles, the tutor modeled for the tutee
how to receive the articles via email. In Session 2, Tutor

2 informed Tutee 2 about the plan of focus for the session.
Generalizing. Evidence that the tutees began to

generalize the information from the tutoring activity was

evident in Session 2 with Tutee 2. The tutee was able to
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take some sample exercises with errors in them and correct

them without help. Furthermore, Tutee 2 was able to answer
the Tutor's prompting questions correctly.

Working on the Knowledge Base
Constant assessment throughout the tutoring session is

needed in order diagnose the current ability of the learner
and to recognize areas of potential growth in the learner.

The tutee should be able to demonstrate some attempt at

solving a problem and take initiative in trying new sample

problems. As the learner becomes independent, the tutor

should begin fading of assistance and only provides it if
the learner really needs it. Further assessment is also

needed to provide more practice.
Preliminary Assessment. Both tutors asked the tutees

to talk about areas with which they needed help. Tutor 1
asked questions that led to modeling how to use online

library research databases, such as, "Okay, did you run

through the library catalogue yet?" Tutor 2 asked questions

that led to modeling for the tutee how to structure

paragraphs with citations, "So now, you already talked
about the symptoms, the stages, and now because they have a

high probability, now what are you going to say about it?"
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Internalizing. As Tutee 2 began to understand the
information given by Tutor 2, he was able to successfully
write two sample paragraphs using correct citation format
and using transitioning sentences to introduce new topics

which was his area of difficulty. As for Tutee 1, it was
not evident whether she moved from helplessness to

discovery.
Maintaining Momentum/Supporting Learner Control

This is a critical stage in the frame of scaffolding
as cooperative (interpsychological) activity should shift

to independent

(intrapsychological) activity. The tutor

should support the learner in taking risks and giving

reminders of the goal of the activity. The tutor should
provide sample problems that are challenging enough for the

student to solve but not too frustrating or overwhelming.

If the learner seems to be "stuck" on a problem, the tutor
should give prompts, discuss the steps the learner has

taken until the point of frustration, discuss possible

solutions, or the type of errors made by the learner. It is

important to summarize the goals that the learner has
successfully achieved. Feedback of this type helps the
learner to acknowledge his or her progress throughout the

activity.
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Maintaining Momentum. Throughout the tutoring
sessions, the tutees offered challenges for the tutees to
overcome. In Session 1, Tutor 1 asked her tutee to come up

with alternate forms of a keyword for research.-When the
tutee showed signs of frustration, Tutor 1 offered sample
answers, writing these down on a sheet of paper for the

tutee to take home for further review. Likewise, to

maintain momentum by challenging the learner, Tutor 2 asked
her tutee to highlight selected quotations throughout

research articles and to label each quote according to the

main topic it related to. Tutor 2 also showed her tutee how
to take these labeled quotes and arrange them in the order
he would need them to write a structured essay. These tasks

were challenging enough to motivate the tutees to engage

further in the tasks of the tutoring sessions.
Maintaining Learner Control. This stage was the most

difficult to pinpoint within the analyses of the

transcribed data because of little evidence from the tutors

and tutees. Tutor 1 seemed to have difficulty in
maintaining learner control in part because Tutee 1 lacked

initiative and focus. At the end of Session 1, Tutor 1

summarized the activities completed during the session and
directed the tutee to complete another activity to bring to
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the following session--which the tutee did not end up
completing. Another example of maintaining learner control
was when Tutor 2 pointed out for her tutee the difficulty

of the task to be completed and also verbally summarized
what the tutee had accomplished towards the end of the
session.
Taking/Supporting Initiative
The tutor should give encouragement, praise, and

acknowledgement when the learner takes initiative. The
tutor should help the learner to maintain focus on the

learning goal of the activity. To support initiative the
tutor can engage the learner in discussions to promote
self-explanations for the problems he or she solved. This
will encourage the learner to internalize the steps taken

to solve the problem.
Taking Initiative. Although the tutees felt they had
taken initiative, the tutors reported they felt that the

tutees took little initiative during the tutoring sessions.

However, the tutees also reported that they had gained

useful knowledge from the tutoring sessions. In the follow

up tutoring sessions, both tutees asked more questions than
the first session, and the content of the questions was

more specific than in the preceding session.
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Supporting Initiative. The tutors supported the
tutees' initiative by giving additional questions to

promote deeper thought, "Okay, so that's a good question

right? How can teachers help students to deal with culture

shock?" Feedback was also given to acknowledge the

initiative taken by the tutee and offering a new approach,

"Maybe, maybe, what you are doing is pulling the wrong
keyword. If you want an autonomous learning center, what

does it mean?" When one of the tutees seemed to still
struggle at the end of a tutoring session, the tutor

summarized and gave her direction on what to do next, "...
you have to figure out...what the question is that you want

to ask and how you can answer the question. The question is

your topic... After you have the question then you can work

on the rest."
These moves by the tutors and learners serve as show
the movement of the learners through the frames of the

scaffolding model. The actions of the tutors helped the

tutees to move along the Zone of Proximal Development.

Sometimes this was a challenge for the tutors, especially
when the tutees had trouble taking initiative or when they
lost focus of the goal of the activity. However, based on
the tutees' interview responses, the tutors' strategies
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allowed the tutees to feel successful at the end of the
activity.

Although the stages of the model appeared throughout
the analyzed tutoring sessions, careful planning and

knowledge from the tutor are required in order for the
tutor to be able to provide assistance to the learner. When

the tutor gives proper assessment, feedback, opportunities
for challenge and risk-taking, support for initiative, and

encouragement, the learner's potential for moving through

the Zone of Proximal Development will be maximized and

ultimately help a learner to take autonomy in learning.

Preliminary Conclusions
The Scaffolding Model: Observations

The data analyzed showed that the tutors and tutees
did follow the scaffolding model. The tutors' scaffolding

moves were evident throughout the tutoring sessions.

However, the actions of the tutees did not always show
clear evidence of being able to move forward in the Zone of

Proximal Development. Encouragingly, second sessions

featured better questions from the tutees and included more

focus on the task to be completed.
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The tutors seemed to be successful in establishing a

rapport with the tutees by asking questions and in
assessing their level of need of assistance. The tutors

were knowledgeable about their topics and were able to

offer help in areas where the tutees' needed it.

Questioning techniques and modeling were used throughout
the tutoring sessions and these helped the tutees to figure
out other areas they needed to focus on.

Areas that seemed to be problematic or unsuccessful
included supporting the initiative of the tutees. This

could be attributed to the lack of initiative that the
tutees displayed at the beginning of the tutoring sessions.
This can also be partly because at that time the tutees may
not have been clearly aware of the tutors',expectations for

the role of the tutee. During the follow-up sessions, the

tutors asked more questions and focused better on the

topics with which they needed help.
Was the Outcome of the Plan Met?

The information gathered from the interviews showed

that as originally hoped, the participants gained a better
sense about their role as a tutor or a tutee. The tutees'

interviews showed that they felt they had gained useful
information and the tutors had been able to help them.
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The tutors reported that when their tutees did not

take enough initiative, they felt that they could not help
them or were unsure- if they had actually helped them. The

tutors reported that giving opportunities for the tutees to
take initiative was difficult and that listening to the

tutee was a strategy that helped them to provide

opportunities for the tutees to become more involved in the
discourse of the session.
One tutee reported that she found the questions asked

by her tutor especially useful in helping her to focus on

problem areas about which she had not previously thought.

Additionally, the tutee reported that she came to realize
that the tutor was not going to be able to do everything
for her and that she needed to take part in doing some of

the work herself.

Overall, the tutees and tutors gained useful insight
from their participation in this study as reported in their
interviews. The techniques reported to be successful by the

tutees were questioning and modeling. Questioning allowed
the tutees to focus on the activity to be completed, and

modeling gave them alternate approaches to completing the

writing tasks of the tutoring goals.
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CHAPTER FIVE

SUMMARY

Conceptual Framework

This study was conducted to recommend ways in which

learners can maintain and gain autonomy in learning, based

on a Vygotskian model of scaffolding the Zone of Proximal
Development

(ZPD). Two sets of two tutoring sessions were

videotaped, transcribed, and analyzed to examine whether or
not there were scaffolding events within the sessions to

enable the learner to successfully achieve the goal of the

task and to see if any of these events matched those of the

tutoring model.
In the first task of the study, the four participants

were given the Child and Adolescent Wellness Scale
(Copeland & Nelson, 2004) to find out if there was any

relationship between self-efficacy and initiative. The
second task was to videotape two separate thirty-minute
sessions with two sets of tutors and tutees to analyze the

scaffolding events that were successful in helping the
participants being tutored. As a follow-up, questionnaires
and post-interviews were given to the participants to gain

insight into their views about the events of the tutoring
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sessions and the effectiveness of their participation and

in learning new strategies on how to improve as a learner

or as a tutor.

Discussion

Initiative and Self-Efficacy

As stated in Chapter Four, in analyzing the data
gathered from the Child and Adolescent Wellness Scale, in

general, a positive relationship between self-efficacy and

initiative was found. This means that the higher a
participant's belief of self-efficacy, the more initiative

they took. It can also mean that the more initiative a

participant takes, the higher belief of self-efficacy they
have.
The results of the CAWS showed that the tutors scored

higher in self-efficacy and initiative than the tutees did.
It should be noted that although both of the tutors' native

language was not English, they have native-like fluency and
competence. Additionally, they have resided in the United
States for six years or more. Conversely, the tutees are
international students from Asian countries and have only

lived in the United States for less than three years. Both
students do not have native-like fluency in English.
109

These factors could have influenced initiative and

self-efficacy for all the participants. For example, the

tutors have had more experience in speaking English and

teaching in an English-speaking country, which may help
them feel at ease communicating directly in English;
whereas the tutees may still be learning to adjust to the

directness in language of the American culture and may not

be as assertive in taking initiative in a conversation
because questioning a teacher (or other authority figure)
would be considered rude in several Asian cultures.

Detailed Analysis of the Model of the Zone of
Proximal Development
This study began with five hypotheses about the nature

of tutoring and the stages of the scaffolding model. The

analysis of the transcribed data and interviews showed that
there are several ways in which learners can maintain and

gain autonomy in learning. Additionally, the transcribed
data showed some stages of the peer-tutoring model to be

successful or frustrating for the tutors and the tutees.
The findings are discussed in detail in the following

section.
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Some Ways Learners Can Maintain and Gain

Autonomy In Learning. From the analysis of the events in
the tutoring sessions, the tutees reported that they felt

in control of their learning when they asked questions and

had a goal prior to the tutoring session. It should also be
noted that the tutors reported that they felt the tutees
had gained some knowledge when they were actively

participating in the tutoring dialogues.
The Stage of the Tutoring Model Where Most

Learning Occurred. The stage both tutors found the most
frustrating was Supporting Autonomy and Maintaining

Momentum, as the learners struggled with generating goals
and taking initiative. This was also the stage where the

most questioning between tutors and tutees bounced back and

forth until a consensus was reached by both parties and the
direction of the tutor's guidance shifted to another area

of difficulty for the learner. Consequently, the

information reported by the tutees as newly learned
information was the information being negotiated during the
tutoring session; this finding shows that the points of

frustration felt by the tutors in working with their tutees
were probably the most useful for the tutees.
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What Events Led the Learner to Most Successfully

Achieve the Goals of the Tutoring Session? Both tutees
reported that the questioning strategies of the tutors

helped them to develop deeper ideas to examine at the
challenge of writing a literature review from different
angles. One tutee mentioned that the process of having the
tutor ask the same question in different ways helped her to

realize that she was not taking enough initiative in her

own learning. It was the tutors' persistence in detailed
questioning that seems to have helped the tutees to learn
new information.

Were These Events in Congruence with the Peer
Tutoring Model? The events that led to the learners

successfully completing the task of the tutoring session
did in fact coincide with the stages of the peer tutoring

model. For example, at the beginning, the first tutee was
unaware of how little initiative she was taking in her

project. By the second session, her engagement in the
dialogue had improved and the quality of her questions had

also begun to take direction towards a goal.

What Did the Tutor and Tutee Learn About Their Role?
It appears that the tutee's quality of interaction during
the tutoring section improved in comparison to the first
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session. The evidence for this is that her explanations,

questions, and comments are much more detailed, as if she

had .thought more thoroughly. This may be due in part to
having realized how much she struggled in communicating her

ideas to the tutor in the first session. In addition to

acknowledging having learned to give the tutee more
opportunities to take initiative, the evidence for this

during the second tutoring session is the pauses of the
tutor after asking questions to the tutee.

In regards to the second set of participants, the
tutee seems to have made some progress in being able to
come up with an answer to the prompts and questions made by

the tutor. The tutee also seemed better prepared for the

second session as he brought samples of his writing for
which that he needed help. The tutor for these sessions had

mentioned in the first post-interview that she wished to be
able to provide more opportunities for the tutee to speak,

and the improvement was evident in the second session as
the feedback she gave included more prompting, less direct

instruction, and plenty of modeling for the tutee.

To summarize, it appears that both tutors and tutees
gained insight as to how to improve as teachers and as
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learners and there is evidence for their attempt to use

their insights in the follow-up tutoring sessions.

Conclusions and Recommendations
This study aimed to find ways that learners could have
more autonomy in learning. Based on these research data,
the learners felt more in control of their learning when

they were prepared and took more initiative in the dialogue

with the tutor. Likewise, the tutors felt their assistance
was more helpful when the tutees were prepared and took

initiative during the tutoring session. As a positive

relationship was found between self-efficacy and
initiative, perhaps the tutees took more initiative when

they believed themselves to have a high self-efficacy, or
their belief in self-efficacy became higher when they took

more initiative. These two factors were apparent during the

tutoring sessions as the participants reported to feel in
control when they were asking more questions or when they

knew what their goal was for the session.

To gain better understanding of how learners apply the
insights and meta-language they acquire during initial

tutoring sessions it would be necessary to conduct a
longitudinal study to analyze further tutoring sessions and
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to record the progress of the tutors and tutees in order to
see how much improvement occurs over time. Because the role

of the tutor changes depending on their personal teaching
style and on the learning style of the tutee, and the
activity to be helped with, it would also be useful to

study different tutors and tutees to gain a better
understanding of how learners gain insights and meta

language for becoming a better learner or tutor.
It is the role of educators to facilitate and scaffold
for students the tasks that novice learners would not be

otherwise able to perform on their own. When working with
students from different cultural backgrounds, educators

should be sensitive when assessing a student's way of

processing information or indirect ways of communicating so

as not to erroneously confound them in ways that lower
their initiative or self-efficacy. Additionally it is

equally important that educators provide opportunities for

learners to gain insight as to how to improve as a learner,

so that they will take initiative and be more autonomous in
learning as they move through the Zone of Proximal

Development to successfully internalize the processes that
will ultimately enable that student to complete a given

task independently.
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APPENDIX A

PARTICIPANT PRE-QUESTIONNAIRE
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Participant Pre-Questionnaire

Please answer the following questions:

1. Is English your first language?

a. Yes
b. No (Please comment below)

2. How long have you studied English?
a. 1-2 years
b. 3-5 years
c. 6 or more years
3 . How would you rate your writing proficiency using the
English language?
.a.
b.
c.
d.

Very good
Somewhat good
Need improvement
I don't know

4. Have you ever written a scholarly review of the
literature?
a. No
b. Yes (Please comment below)
5 . How would you rate your knowledge of writing a
scholarly review of the literature?

a.
b.
c.
d.

Very good
Some knowledge
Little to no knowledge
I don't know

6. Have you ever used a tutor to improve your writing
skills?
a. No
b. Yes (Please comment below)
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7. Do you feel there are benefits from receiving the help
of a tutor?
a. No
b. I don't know
c. Yes (Please comment below)

8. Do you think that will be able to learn better with a
tutor?

a. No
b. I don't know
c. Yes (Please comment below)
9. How confident are you of successfully completing a
literary review without the guidance of a tutor?
<low-- 1-- 2-- 3-- 4-- 5-- 6-- 7-- 8-- 9---- 0---high>

10. In regards to writing a scholarly review of the
literature, what would you like to specifically
receive help with from a tutor?
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APPENDIX B
TUTOR POST-QUESTIONNAIRE
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Tutor Post Questionnaire

Please answer the following questions about the tutoring
session.

1. Do you feel you were able to build rapport with the
tutee?

a. Yes
b. No
c. I don't know

2. Do you feel you were able to encourage the tutee when
necessary?
a. Yes
b. No
c. I don't know

3. Do you feel you were able to help the tutee?

a. Yes
b. No
c. I don't know
4. Do you feel you knew when to help the tutee?
a. Yes
b. No
c . I don't know
5. Do you feel the tutee took initiative during the
session?

a. Yes
b. No
c. I don't know

6. Do you feel the tutee was able to take control of
his/her own learning? (i.e. the tutee knew when to ask
questions, etc.)
a. Yes
b. No
c . I don't know
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7. Do you feel that the tutee has learned after the
tutoring session?

a. Yes
b. No
c . I don't know
8. Do you feel that the tutee gained enough confidence to
complete a similar task without the help of a tutor?
a. Yes
b. No
c. I don‘ t know

9. Has this tutoring experience been useful for you?
a. Yes
b. No
c . I don' t know
10.

How effective has this tutoring session been for

you?

a. Very effective
b. Somewhat effective
c. Little to Not effective
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APPENDIX C
TUTEE POST-QUESTIONNAIRE
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Tutee Post Questionnaire

Please answer the following questions about the tutoring
session.
1. Did you feel comfortable with the tutor?
a. Yes
b. No
c . I don't know

2. Did the tutor encourage you during the session?
a. Yes
b. No
c. I don't know

3. Was the tutor able to help you?
a. Yes
b. No
c . I don't know

4. Did the tutor seem to know how to help you?
a. Yes
b. No
c . I don't know
5. Did you take initiative during the session?

(i.e.

asking questions, asking for clarification, etc.)
a. Yes
b. No
c . I don't know

6. Did you feel you were in control of your own learning?
(i.e. you knew when to ask questions, etc.)

a. Yes
b. No
c . I don't know
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7. Do you feel you have learned after the tutoring
session?

a. Yes
b. No
c . I don't know
8. Do you feel confident that you will be able to
complete a similar task without the help of a tutor?

a. Yes
b. No
c. I don't know

9. Has this tutoring session been useful for you?
a. Yes
b. No
c. I don't know
10. How effective has this tutoring session been for you?

a. Very effective
b. Somewhat effective
c. Little to Not effective
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APPENDIX D
TUTOR POST-INTERVIEW QUESTIONS
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Tutor Post Interview Questions

1. Do you feel you have become better at being a tutor?

If so, in what way? If. not, please comment on what you
would like to learn in the future.

2. What specific part (if any) of the tutoring session
did you find the most useful?

3. What specific part (if any) of the tutoring session

frustrated you the most and why?

4. What information have you gained (if any) through this
experience about your role as a tutor?
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APPENDIX E
TUTEE POST-INTERVIEW QUESTIONS
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Tutee Post Interview Questions

1. Do you feel you have become better at being a tutee?

If so, in what way? If not, please comment on what you
would like to learn in the future.

2. What specific part (if any) of the tutoring session

did you find the most useful?

3. What specific part (if any) of the tutoring session
frustrated you the most and why?

4. What information have you gained (if any) through this
experience about your role as a tutee?
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APPENDIX F

DIAZ-RICO'S SCAFFOLDING THE ZONE OF
PROXIMAL DEVELOPMENT PEER-TUTORING MODEL
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Scaffolding the Zone of Proximal Development

Emotional support: Rapport .........

Problem recognition/framing: Planning tutoring

▲

Working on the knowledge base: Assessment
Z

0
P
D

Autonomy support: Maintaining momentum

Taking/Supporting initiative

Autonomy support: Maintaining learner control
Working on the knowledge base: Internalizing

▼

Problem recognition/framing: Generalizing
Emotional support: From emotional to cognitive

Diaz-Rico, L. T. (2007). Scaffolding the Zone of Proximal
Development. Dubai, UAE: TESOL Arabia Conference.
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APPENDIX G

TEN COMPONENTS OF SCAFFOLDING
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Ten Components of Scaffolding
During tutoring and analysis, the following components of scaffolding
should occur:

Component

Explanation

The teacher...

The learner

creates general rapport during
the learning activity.

finds the experience positive and
the teacher well-intentioned.

offers a general overview of
the topic.

understands the scope of the mutual
work.

establishes a baseline of the
current state of the learner's
knowledge and/or skills.

shows the current skills or
knowledge he or she has through
discussion or offering a
demonstration.

maintains the learner's control
of the activity: what goal is
to be attained and what help is
expected.

generates goals, and is aware of
these goals in relation to the
possibilities in the learning
activity.

sustains a pace of progressive
task difficulty.

develops more sophisticated
inquiries, problems to solve, and
possible solutions.

moves from interpsychological
(shared activity) to
intrapsycho-logical (student's
individual competence).

moves from imitated activity
(copying the teacher) to
independent activity; from concepts
discussed to concepts understood.

facilitates the learner's
initiative

offers queries, doubts,
suggestions, and hypotheses.

encourages new learner
initiative.

takes risks and thinks up new ways
to act.

helps the learner to decenter
and resolve conflicts.

analyzes errors and overcomes fixed
ideas to reach more general
solutions.

supports the learner's move
from the-personal/emotional to
a cognitive/ abstract focus.

turns from helplessness,
cluelessness, and personalized
emotion reactions to specific,
task-oriented questions and
directed inquiry/discovery.

Source: Adapted by Diaz-Rico (2007) from Zuckerman, G. (2003). The
learning activity in the first years of schooling: The developmental
path towards reflection. In A. Kozulin, B.
Gindis, V. S. Ageyev, & s
M. Miller (Eds.), Vygotsky's educational theory in cultural context
(pp. 177-199).
Cambridge: Cambridge U. Press.
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